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Introduction 


This book is intended for anyone wishing to make a serious 
study of children, whether as student teacher or nursery assist- 
ant, child-care worker, playgroup organizer or concerned 
parent. Anyone undertaking a course of training in connexion 
with caring for or teaching children, as well as teachers or 
others on advanced or conversion courses, is usually expected 
to ‘make a child-study an exercise as important in the field 
of child nurture and education as is the study of anatomy to 
a doctor. Yet child-study is not always as well done as it might 
be by the novice, and may even be regarded by some as a 
waste of time if the resultant record is vague, generalized and 
sentimental. Many tutors have reservations about their own 
instructions to students, and almost all those whom I have met 
have been interested in refinement and revision of their own 
methods. 

There is also doubt about whether the same guidance in 
studying children’s everyday behaviour is appropriate to 
students as different in age and background as a girl of seven- 
teen beginning an NNEB course and a mature student, with 
children of her own, training to teach. My view is that the 
nature of the task and the behaviour of children does not 
change with the age or experience of the observer, so it is 
unnecessary and somewhat patronizing to change methods of 
child-study according to the type of course and age of the 
student. At no point in this book, therefore, have I suggested 
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methods or approaches more or less suitable for NNEB, 
playgroup or teacher-education courses. At the level of com- 
petent child-study all students are on an equal footing. f 

I have considered one basic technique (called specimen 
description) at length, and two others (time-sampling and 
event-sampling) in enough detail to make their use possible 
to the novice. All are observational techniques and require no 
specialized equipment, laboratory or psychological training 
for their proper use. Yet they are academically and scientific- 
ally respectable means of gathering information, and have à 
long history of use in many disciplines: 
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Direct observation has been a methodological mainstay 
in many other sciences. It has stood as the basic method 
of astronomy and the earth Sciences, of the natural history 
disciplines in biology, and of anthropology and sociology. 
Its contributions may not have been revolutionary sO 
often as procedures that manipulate events; and yet they 


have been Substantial over the long run of progress in 
science. 


Studying child behaviour while leaving it alone’, as the author 

the above passage writes, is a fascinating, exacting and 
Skilled task. Yet it can be mastered by anyone who has a 
Benuine interest in children, reasonable patience and a clear 
mind. It yields information so valuable that the task is well 
worth the effort at Mastery. 

I claim no Originality in this short guide. I have put between 
two Ts and in short Space much that already exists in the 
heads and notes of tutors and in larger American works not 
always easily available to students. I have used the approaches 


handy check-list once they become experienced. 
Of course there are methods of child-study used by psycho- 


logists and paediatricians of which all who work with children 
should be aware—and of which they should have modest 
understanding, at least. Such methods as standardized tests, 
projective techniques and rating scales, laboratory-experi- 
mental methods and psychiatric interview have produced an 
enormous body of invaluable information on childhood, to 
which teachers and others are greatly indebted. But with the 
exception of some standardized tests especially intended for 
use by teachers they are highly specialized and best left to 
those trained in their use. The best and most proper ‘tool’ for 
the specialisms of teaching and child-care is accurate and 
intelligent observation. It is with this, and not with the 
methods of other specialists or with the complexities of statis- 
tical analysis of data, that this book is concerned. 


1H. F. Wright, ‘Observational Child Study’ in Handbook of Re- 
search Methods in Child Development, Mussen (Ed.) Wiley, N.Y., 
1960. 


1. Justifications for Child Study 


1 


It is an interesting and enlightening exercise to ask various 
members of a family what a child of, perhaps, five or six was 
like as a baby or a two year old. One parent may say that he 
Was a good baby; the other that he walked early and had to 
be watched every minute. One grandmother may tell you that 
he was spoiled and wilful; the other that he was as good as 
&old, and just like her son; while a grandfather may recall the 
child's independence and good sense at an early age. An older 
Sister may remember nothing like this, but bring to mind his 
doings in nursery school with surprising clarity. There will be 
little family arguments about when such-and-such behaviour 
took place. What will be plain is that even people close to 4 
child remember different things about him, telescope events, 
and even get two children of the family confused as they tell, 
in after years, anecdotes of ‘when the children were small’. 

Just as a family has its own memories and even myths of 
childhood, based on fact but distorted by time and preference: 
So has a Society. Children are expected to behave in a certain 
1 hon a certain age, to enjoy certain foods and dislike others. 
11 E hone games, and treat adults in a particular manner. 
of 175 ough there Were an ideal childhood' in the minds 
pei a 2 S—and, now, in the minds of advertisers, television 
60920 s and magazine photographers—to which children 

ght at least to approximate. Of course they never do, even 
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when out of imitative play, politeness or sheer boredom they 
threaten to become like the awful stereotypes some parents 
and most advertisers hold up as models. 

What a child is really like, what he can do, what he enjoys 
doing, what he fears, and at which ages, for how long and in 
what manner, are matters of crucial concern to parents, 
teachers and others with responsibility for the day-to-day care 
of children. To believe that some ‘norm’ of behaviour is to be 
achieved by every child, or that children of a certain age 
‘ought’ to be able to ride a tricycle, or read, or pay attention, 
or some such, is to deny individuality and subscribe to a 
myth. It is true that there are normal limits of growth and 
development outside which very few children fall. For example, 
we do not expect babies to be born with teeth (although a very 
few are), and we do expect them to be walking by the middle 
of the second year of life (although a few, rather heavier than 
average, may not be and still be quite normal). We should be 
astonished by a year-old child who could talk fluently with 
us; and equally astonished, even perturbed, by a four year old 
who could not. The point is that some of our expectations 
about what children ‘ought’ to be like and able to do are 
quite justifiable. What it is important to remember is how wide 
are the normal limits of development and how different are 
the ways and speeds in which individual children, even in the 
same family, go through the normal stages. We are not justi- 
fied in assuming that what ‘everybody says’ about what child- 
ren ought to be able to do at certain ages is necessarily true. 
It may be. But only by looking carefully for ourselves can we 
be reasonably sure. Similarly, the advice, ‘norms’ and com- 
mentary of the reputable textbooks may be a great help to us 
in understanding children—but believing ‘what the book says’ 
(instead of looking for ourselves and then going back to the 
book, which is the wise thing to do) can lead us into having 
some unrealistic expectations. Even the few children well 
known to a student of child behaviour must not be taken as 
‘typical’ of whole age-groups. Children from different social 
and racial backgrounds, even children in different parts of the 
British Isles, may vary in many ways, even though of the 
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Same ages, from children in a student’s own family or class- 
room. There will be some truth in some generally held beliefs; 
there will be some marked similarities between children of the 
same age; but there will be crucial exceptions and many highly 
individual versions of ‘being a baby’ or of ‘four year oldness’. 
We should strive to become aware of such exceptions and 
differences, in fairness to the children we are dealing with. 
By looking at a child with no preconceived ideas of what 
he ought to be like; with as little reference in our minds as 
possible to what his mother, grandmother or teacher believes 
him to be like (it will be appropriate, later, to add their 
insights to our own); by looking at him, in fact, as though he 
were a new member of a new species of which we know 
nothing—we may get an idea of what he may really be like. 
It is very easy for any of us, in looking at anything, to see 
What we expect to see, what the rest of the world suggests to 
us is there, or what the book Says will be there. Such uncon- 
scious attempts to fit our own experience into existing 
Patterns“ is natural and common enough—but that is how 
Stereotypes are formed and false 
child-study, depending as it d 
on-going behaviour, highly detai 
proceeds, exact timing of the record 


Wives’ tales, the Stereotypes and 


of Course, good child-study, as a technique, has other addi- 
tional justifications, 


more recently, of sociology have produced tens of thousands 
of research papers, textbooks and techniques dealing with 
every human characteristic, with particular emphasis on the 
identification and measurement of individual differences. In 
the face of this massive output of expert theorizing, reporting 
and methodology the novice might be forgiven for thinking 
that there was nothing she could learn that has not already 
been reported somewhere, and in a form more skilled than 
any she could emulate. This is only true in a limited manner, 
in that almost certainly somebody, somewhere, has studied at 
depth the aspect of child behaviour the novice is interested in 
—a baby’s response to his mother, a two year old’s manipula- 
tive skills, a three year old’s social behaviour, the language of 
a four year old, for example. But what no experienced teacher, 
psychologist or doctor can have done is to know, in intimate 
detail, the responses of the particular child or children, the 
student is playing with, caring for and teaching. These are 
unique, however akin to the responses of other children of like 
age, and have never been made in exactly this way by any 
child in the world before. The student’s findings should, if 
the job is sensibly done, find near-parallels in the work of 
greater investigators—but the detail is her own, and in a real 
sense her observations are unique. 

Much of the sound knowledge in the literature, gathered 
over the years by hundreds of investigators, may help the 
novice (and any of us) to select principles of approach to a 
certain problem of behaviour, teaching or learning—but it 
cannot tell her exactly what to do with the real child who is 
in a real relationship with her, on a particular day in a particu- 
lar family, nursery group or school. What that child needs 
most, at that moment in his life, what are his special skills, 
fears, fads and loves—those the observer alone, if sensitive 
and caring enough, can go some way to finding out. After 
many such close observations of individuals the textbooks 
become more meaningful, in any case, and this is another 
most valuable use of child-study. The student who has herself 
learned to study children understands more and more as she 
reads what other investigators are saying. The children of the 
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printed page ‘come alive’ to her as she Tecognizes bits and 
pieces of behaviour and certain characteristics as very similar 
to some she has observed in children she knows. Reading 
becomes an extension of Personal experience, not a task of 
memorizing, when one has shared, in however modest a 
manner, the writer’s field of investigation, 


Studying children well has another advantage beyond those 
of mastering a valuable technique and coming more easily to 
terms with the textbooks, It gives confidence to the teacher or 
other person who has the care of children when facing the 
questions asked by parents, doctor or nurse. It gives con- 
fidence to parents, asking questions of themselves, After a 
century of increasing “expertise” in child-rearing, welfare and 
education, offered to them by doctors, health visitors and 
teachers, many young (and some not-so-young) mothers tend 
to lose confidence in their owa powers of judgement about 
What t t to do with their children. With the best of 
intentions, ‘experts’ from the Clinic, the social services and the 
school have largely taken over from parents much that was 


Once in their gift and their choice. It is hardl ising that, 
having been told what t ;. . 48 hardly surprising th 3 
Care (and often j 9 do in almost every aspect of child 


and confident manner), some 
nt and inexpert, not com- 
behaviour is ‘normal? or not, 


young people general} A 
everyday Gcli oe E Ordinary self-confidence such 
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One of the responsibilities of those who will work profes- 
sionally with young children is to give back to parents some 
sense of confidence in themselves as parents, and to work 
with them rather than tell them what to do in matters of 
child-rearing or teaching. This is a complex and far from easy 
task for the young teacher or child-care worker. One of the 
ways in which she herself may find confidence is by studying 
individual children so well that she has real and quite indivi- 
dual comment to pass on to a worried or over-dependent 
mother. If the teacher or nurse has looked carefully at a child 
she may be the better able to pass on to the mother not only 
valuable information about that particular child (instead of 
stereotyped advice or comforting platitudes) but also insights 
and even some of the techniques needed for the mother to 
study her own child, and make her own judgements. 

Not only does sound child-study, and careful recording of 
it, give the teacher or other responsible person something of 
real value to pass on to the child’s parents, it is an invaluable 
means by which the observer can serve the school doctor or 
psychologist who asks for full information to help in making 
medical or guidance decisions. It is a sad reflection that the 
lack of close, controlled child-study, well recorded and 
analysed, may have been one of the omissions which led to 
the death of a seven year old (1973)—for good observations 
are good evidence, and evidence in the case referred to seemed 
miserably inexact and equivocal, as well as non-available to 
some concerned parties. In far less tragic circumstances than 
these, however, the well-made and well-presented child-study 
could save experts in other fields a great deal of time and 
prevent considerable misunderstanding. It is an expertise well 
worth developing if only for this purpose. 


iv 


Finally, one of the justifications for making observations of 
children in an orderly and exact manner is that such observa- 
tions help teachers and others to set realistic goals for 
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justifications given was 1 | 1 

of : Series myth aad unrealistic expectation about et 
rat behaviour and learning. A good child-study gives us 


B it? and 
at the point of growth, or gives us confidence ‘to 3 55 
not to hurry him. It is not suggested that the busy ate 
nursery assistant in a nursery or infant Class has time ae 
Study of every child, in order to p ‘ble, 
mme for each. This is patently pa mires 
and probably quite unnecessary. What is possible to ve 1588 
Ome, however, is an occasional c 
look at the child, in the way shown later in this book. — 
groups it is possible to do Sas 
sional study of a child who is a little unusual, of a 127 aud 
Ordinary child (in order to keep realistic standar 


it can be encouraged by letting the novice 
practise it frequ 
without prejudi 
needs and strengt 


to assess a child's pace, 
Sequent success a: 


alistic goal-setting and eons 
nd satisfaction for child and teacher alike. 


Summary 


common but unreasonable expectations about what children 
‘ought’ to be like. 


Every study based on sound observations is a unique contri- 
bution to knowledge and a means by which the writings of 
other (and more experienced) investigators can be more 
readily appreciated and understood. 


Good, first-hand observations of children give the teacher or 
other responsible person relevant and valuable information to 
pass on to mothers who may be uncertain of their own judge- 
ment about their young children—information not only about 
the child, but about how he may be observed by the mother 
herself, if less formally than by the teacher. Well-recorded 
and analysed observations can be crucial information to pass 
on to other (legitimately concerned) persons, such as school 
doctor, health visitor, psychologist or social worker. 


The setting of realistic goals for teachers and children, and the 
assessment of activities appropriate to individual children and 
particular age-groups, is served by making even a few thorough 
studies. Making observational child-studies of only a few 
children helps to develop the ‘seeing eye’ and the habit of 
constant assessment of children’s real needs for growth and 
learning. 


Note: The reader is probably asking, by this time. What is a 
‘good’ child study? The rest of this book will, it is hoped, 
make the answer plain—but this chapter has intimated that 
to be ‘good’ a study will be, first: 

of on-going behaviour 

in as minute detail as possible 

without interpretation or opinion as it is recorded 

Without manipulation of the situation 

without omission of ‘disapproved’ behaviour 

for an exactly recorded block of time . 
Secondly, the data thus recorded will be analysed to discover 
patterns (if any), similarities with behaviour recorded in 
lextbooks, anomalies and idiosyncrasies—and the analysis 
presented in some simple table or graph. 
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Thirdly, there will be an essay-type summary of ‘the whole 
child’, or a written, short discussion of a particular part of 
his/her behaviour, or both. 

Fourthly, the whole work will be neatly filed together, and 
a bibliography added, 


^ 
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2. Choosing Children to Study 


i 


Whether a child is being studied at home, or in a nursery 
group or Infants’ school, the student should make her choice 
of a child to study in as random a way as possible. This means 
that a child should not be studied just because a student likes 
the look of him, or has a preference for one sex above the 
other, or is interested in a particular type of handicap, or 1s 
told by tutor, teacher or other person that a particular child 
is ‘interesting’. Other reasons for choice which should be ruled 
Out, as far as possible, are what may be called 'personal 
ones—that the student went to school with his mother, wants 
to please a pressing neighbour, and so on. There should be 
as little element of personal preference in the choice as is 
humanly possible (and because we are human, there is bound 
to be some, if unconscious, bias) in order that a child may be 
approached by a student with as open a mind as it is possible 
to expect from any of us. p 
Selecting a baby to study—which is a very wise way in which 
to start, as babies are generally easier to watch than children 
above the age of eighteen months—usually tends to random 
selection, in any case. The average student has not a great 
range of choice. Babies, unlike older children, are not usually 
gathered together in large groups in nurseries and schools, 
from among which there is a wide choice. The would-be 
Observer may not even know someone with a baby below (say) 
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the age of eighteen months or two years, and will have to 
‘take what offers’ from the married sisters of fellow-students, 
mothers met during visits to nurseries and schools, or even 
from someone met in the launderette, whose baby she admired. 
This is all to the good, as such choices tend to cut out undue 
personal bias. The novice need not fear that any baby will be 
‘dull’, or inactive, or not what she needs to study. (The sad 
exception to this may be a baby with more or less severe 
mental or physical handicap. It is not recommended that the 
novice, even with a limited choice available, selects such a 
child as 

The day nurseries are the exception to the general finding 
that babies are not usually gathered together in Broups. Such 
places do provide a reasonably wide choice of babies to study 

but! i Every baby and young 
child in a day nursery is likely to be there because there is 


presence of relatives; the occasional presence in kitchen or 
living-rooms of friendly neighbours. Such a background is 
still the norm in most places. As a beginning it is only sensible 
to study a baby whose family is, in general terms, if not in 
detail, of this kind. After some experience of child-study the 
less fortunately placed child can be studied more realistically, 
and is less likely to be taken as ‘typical’. 

With these reservations and exceptions in mind (and 
tutorial advice should always be available if a student is not 
sure whether her choice of a baby to study is a suitable one), 
random choice can be made, and even the novice knows that 
she has started as a good observer should—with no bias. 
There are ways of behaving in someone else’s home which 
are conducive to getting co-operative and friendly response 
from parents and children alike—and there are approaches 
which, however well-meant, tend to antagonize or embarrass 
families. Much more will be said about how to proceed in 
the next chapter. For the present it is enough to say that, 
having chosen a baby to study, the student is in a position 
of privilege. She has no ‘rights’ in the matter of visiting the 
baby’s home, questioning the mother, or making notes. 
Membership of a college or of a course confers no right of 
entry whatsoever into people’s homes—in which respect the 
student is subject only to the same restrictions as health 
visitor, doctor, or even police. Mothers usually like to have 
their babies made the subject of a study; but they do not have 
to offer that opportunity, and students should take careful 
note of subsequent advice in this book in order that future 
students continue to be offered the privilege of studying babies 
and young children in their own homes. 


ii 


Children of three and over, from ‘normal’ families (as in the 
definition given above), are gathered together in playgroups, 
Nursery schools and classes, and in Infants’ schools. The 
question of random choice would therefore appear simpler 
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than with babies. In fact, it is not. There is a wider choice, 
true—perhaps twenty young children in one group, up to 
eighty in a big nursery school, perhaps as many as forty in 
the reception and post-reception classes of an Infants’ school. 
Yet with so many children of from three years to five from 
which to choose the danger of personal preference or teacher- 
direction to an “interesting” child increases, 

How does one select a child truly at random from among 
a group? Several methods are possible. When working in 
playgroup, nursery or Infants’ school it is possible to look at 
the register of names and pick simply the fifth, tenth or n-th 


» as well as that 


well-meant direction by a more experienced person already 


mentioned, 


unsophisticated ways suggested here, start her work by being 
as objective as it is possible to be in what are called ‘the 
human sciences’. 

There might be exceptions to the general rule of random 
selection for the student in some nursery groups and schools. 
It is possible that having selected the n-th name from the 
register, or decided to study the first child who comes in the 
door, that child will turn out to be the one immigrant, or 
mentally handicapped, or emotionally disturbed child in the 
whole group! It is then only sensible to start the selection 
process again. As indicated above, in discussion of handi- 
capped babies and those at day nurseries, it is not wise to 
start one's practice of child-study with a deviant child, no 
matter how attractive or interesting he is, and no matter how 
a personal interest in a particular kind of handicap inclines 
the novice to that study. It is more helpful, at the beginning, 
to get a ‘feel’ for so-called ordinary children—each one of 
whom is different enough, in all conscience, from every other 
child to add something ‘special’ to every study. If a student 
finds herself in a group particularly biased towards handi- 
capped children—and some nursery schools are now too 
loaded with what are called special cases—it may be sensible 
to write a list of all the ordinary children first, and then 
select a name at random from that list, rather than from the 
register. Only after several studies of children not markedly 
different from the average have been made is it fruitful, 
perhaps, to study a child with a noticeable problem. Even 
then, it is only common sense that the novice consult her tutor 
about making such a study. 

Whether the student goes into a day nursery, school or 
PPA group, she is likely to have a choice of age-groups, if only 
between birth and three, three and five, or five and eight. It is 
advisable, in any case, to have made a study of several child- 
ren under the age of two before moving on to study of older 
children. It is then advisable to study the less self-conscious 
threes and fours before taking a notebook to the more ‘notic- 
ing’ fives and sixes. To study older children than this really 
is beyond the scope of most novices, and it is the intention of 
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i ‘maki 2 han of 
this book to suggest ways of ‘making a Start’ rather t 
going on to greater expertise. In any case, children above the 


In looking at a nurser 
would be well advised 


is a set of studies of children from the first year of life to 
the fifth, sixth or seventh (according to whether she is going 
to be a mainly nursery specialist, or work in an Infants’ 
school or children’s home where older children will be 
accommodated). There is no need for a set in each age-group, 
but, ideally, there ought to be more than one in each of the 
main age-groups with which her career is likely to be spent. 
Certainly, as she selects children to study throughout her 
course, she should have in mind that her final ‘set’ of well- 
made studies should not be of children in a narrow age-band. 
No matter in which kind of institution she is going to work, 
and no matter in what capacity, anyone working with children 
should have at least some understanding not only of the entire 
age-range she deals with every day but of the age-groups 
immediately ‘below’ and immediately ‘above’ it. 


Summary 


It is essential that choice of a subject for child-study be as 
random as possible, to reduce the possibility of personal bias 
or preference affecting choice. 


Random choice may be inevitable when studying babies, or 
children below even nursery age, as these children are likely 
to be at home with their mothers, and not gathered into 
groups (as in school) where the choice is wider for the student. 
She may have to ‘take what offers'—and this is likely to 
ensure that the choice was free of personal bias. 

Babies and very young children in day nurseries are not 
recommended for child-study by the novice, as they are 
(inevitably) in the day nursery because there is a family 
difficulty of some kind. They cannot, therefore, be regarded 
as having a normal social background. It is advisable to leave 
study of such children until experience has been gained with 
More fortunate children, in their own homes, and interacting 
With members of their own families. 

A baby with mental or physical handicap is also no 
Subject for study by the novice. 


t a good 
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It is important to remember that nobody has a right of 
entry to anyone’s home—and students should be most cour- 
teous and tactful in making studies of babies and children at 
home. 


Random choice in school is not as simple as it might seem. 
There are simple ways of ensuring that one does make à 
random choice, however, and one of these should always be 
employed. 


In studying children at school, day nursery, playgroup or 
other place where a choice of age-groups is available, a 
student should aim to make a study of children in several 
age-groups—and not let herself be persuaded by unconscious 
preference (or anything else) to become a ‘one age-group 
specialist’. This is not helpful to future employers, or to 
anyone contemplating a responsible career in teaching or 
child-care, 


At the end of her course a student should have a set of studies 
covering children in the whole age-range she is likely to deal 
with plus at least one study of a child immediately ‘below 
and one immediately ‘above’ that Tange. 
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3. Establishing Contact with 
Parents, Nurseries and Schools 


i 


It has already been suggested (Chapter 2, above) that the best 
Way to start on child-study is with a baby—and by ‘baby’, for 
the purposes of this book, is meant a child of from birth to 
something like eighteen months of age. Beyond this stage, 
almost every child has attained the skill of getting about on 
his own, has acquired a sort of vocal skill which, if not yet 
quite recognizable as fluent language, is remarkably efficient 
(over many situations he meets, if not all) as a means of com- 
munication. A baby is an easier ‘subject’ for the novice 
because he is rather more static than an older child—although 
this is by no means the same as saying that less is happening 
as he plays, is bathed, interacts with people, and so on. It is to 
Say, however, that he keeps more or less in one place, unless 
carried somewhere else, and the inexpert observer is not faced 
with the problem of recording a child who is cruising out of 
Sight. Studying a child of two or three can resemble being at 
the Queen of Hearts’ croquet ground—no sooner does tue 
Observer, like Alice, succeed in getting her flamingo a 

hedgehog (pencil and notebook) in some sort of position for 
play than the hedgehog crawls away. the doubled-up soldiers 
Set tired of being hoops and disappear. while the flamingo 
Ooks up with a puzzled expression and the would-be player 
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has to laugh. A baby, at least, doesn't disappear with such 
suddenness as a two year old, although he may well, as the 
hedgehog, crawl away. 

In electing to study a baby the most important person to 
consult about making the study, and about the baby himself, 
is his mother. Something has already been said about the 
general willingness of mothers to have their babies observed 


and behaviour recorded. Some further advice, however, may 


be useful. The belief of any normal mother is that there is no 


baby like her own. This happens to be literally true and 


despite the fact that all babies (being of the same human 
kind) do go through stages of 
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to their own. We have only begun to appreciate how extra- 
ordinary this is in the last few years. Such deprecating 
behaviour goes against all the nurturing instinct of a mother— 
which should ensure that every baby in the most vulnerable 
year of life, at least, has a partial, admiring and caring 
mother to give him confidence and trust in his own powers. 
It must be very difficult for very young children to believe 
in themselves as unique, worthwhile, trusted and trustworthy 
persons if their mothers are shy or doubtful about conveying 
this ‘message’ to them. It must be difficult to appreciate how 
greatly and deeply he is loved and wanted if a child’s mother 
constantly worries about how he must appear to the neigh- 
bours, or whether she will seem ‘soft’ to other people if she 
demonstrates her affection. People in other parts of the world 
must be forgiven if they sometimes believe that the British 
don t much like their children. Mothers hesitate to demonstrate 
affection (although this is less true than it was only ten years 
ago); babies who stand up in their prams get smacked; 
toddlers who run to adults with complaints are often told ‘not 
to tell tales’; teachers, even in nursery and Infants’ schools 
retain, most stubbornly, the sanction of corporal punishment; 
and it does sometimes look to the observer from less severe 
societies as though an early start on reading is more important 
to parents than their small child’s emotional, intellectual or 
even physical health. : 
Schools and clinics have too often been major culprits in 
this conspiracy of coldness, presenting a curiously unreal 
model of childhood to doubtful young mothers, in which 
neatness, obedience, cleanliness and a sort of slick cleverness 
are the most desirable features. As no real child of normal 
capacity is neat, obedient, clean or clever, all at one time, i 
ever, some faint defensiveness, as well as à deprecatory atti- 
tude about her child, is usually evident as one approaches a 
mother to ask if one may observe her baby or young child. 
Sensing the slight tension in their mothers, even very young 
children ‘play up’ a little when a stranger comes into the 
home, and the student should bear this in mind. She should 
bear in mind, also, what has been written above about the 
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attitudes and expectations of a large part of our society—she 
is, perhaps, the spearhead of a new generation, that will not 
let itself be persuaded that being cold, or undemonstrative, or 
punitive, or ambitious for young children is an acceptable and 
helpful way to start them off in life. She may be, in the 
warmth of her own personality, a very real factor in 
breaking down a mother’s doubts and Teservations about her 
effectiveness as a mother, and releasing her into easy and 
affectionate chat about (and to) her baby or toddler. On 
friendly, non-judging and easy terms, even the youngest and 
least experienced student will notice that a mother soon Stops 
patting cushions, putting things away, apologizing for the 
battered furniture and murmuring uneasily about the difficulty 
of ‘keeping things nice’ or ‘as we'd like them to be’ in a home 
where there are young children. Every home where babies and 
young children—and older ones, too—are truly ‘at home’ is 


likely to be somewhat untidy, a little shabby, full of small 
flurries of noise, and odds and en 


oise, ds of nappies, plastic toys, 
half-eaten biscuits and evidence of domestic chores aban- 


sorted out. Not even the 


ldren are, to a greater or lesser 
degree, much as described here, Whatever the home is like, 
however, it is no part of a st 
or criticize. She is a guest in t 
true) and without the extensi 
get on with a very important part of her tr; 
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Having found a mother willing to acce. 
in order to study a baby (or, of course, 
important steps to be taken before the 


Pt her into the house 
Older child) there are 
first recording session 
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can start. It is essential that some straightforward information 
about the child be noted: 

Forename (no surname must be recorded—see below) 

Date of birth 

Sex 

Position in family 

Whether both parents are living in the house 

Whether anyone else shares the home, e.g. grandparent 

or lodger 
It is obvious that even a simple question about family mem- 
bers could be tactless—the novice should be very careful to 
find out by acceptable indirect means (this does not include 
‘asking around’ in the neighbourhood) if there are any 
unusual circumstances which make the asking of a particular 
question tactless or tasteless. Go without the information 
rather than embarrass or annoy a parent! Other questions are 
permissible in this preliminary search for information about 
the baby, but, again, only if it is fairly obvious that they will 
not give offence: 

Whether the birth was normal 

What was the reaction of older brothers and sisters to the 

new baby 

What the mother herself thinks of the baby’s progress 
In most cases there is hardly need to ask such questions, as 
almost every mother is willing to chat about such things. The 
problem for the student may be when—and whether—to write 
down much that is told her as the mother is talking. With the 
exception of date of birth, and names and ages of other child- 
ren in the family, it is probably wiser to make mental rather 
than actual notes, and to write down any other information 
as soon after the visit as possible so that the notebook does 
not seem to ‘come between’ visitor and mother. The record 
must be made very soon, though, while information is fresh 
in mind. Decisions about whether to write down what is said, 
how much and how obviously, really have to be made by the 
student in the light of her own common sense and sensitivity. 
It is often surprising to the novice that all sorts of quite 
intimate information comes tumbling out in the relaxed 
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atmosphere of a woman’s own kitchen and with a friendly 
listener. Even that visitor’s youth will often be no bar to such 
confidences; and this brings us up against the problem of 
confidentiality. 

One of the key differences between being in a profession 
and being in trade or services of other kinds is that the profes- 
sional has to hear and keep to herself a great deal of confiden- 
tial information. It is true that many a workman doing a job 
in someone’s house may hear and see much that the house- 
holder would not wish to have Tepeated outside. But such a 


may seem) is absolutely confidential, We sho à 
raged if the informatio given to our uld all be out 


the subject of social chat. Right from the ir ase, or made 
all those concerned with teachin and carin, : 
children to set for . sume sree no People’s 
confidentiality as are set by other Professions, (Apart E Fa 
moral obligation involved, there is the point that if grou 5 
people wish to be treated as professionals they mi 8 0 
to behave like professionals, and not be known Se oo seen 
who will gossip about the home and family circumsta, 2 
their clients'.) There are one or two exceptional id $ 
stances under which an observer may fee] that to E 
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complete silence may be to endanger the well-being of a child 
or children. Such rare occasions, and acceptable professional 
behaviour in the face of them, are dealt with at the end of 
this chapter. Generally speaking, it is essential that even the 
most ordinary-seeming information be treated as given in 
confidence. 

To this end, the surname and address of the child being 
studied should not be recorded in any notebook or file used 
in connexion with child-study. Notebooks can be left on buses, 
or lying open in places where people known to the family may 
notice a name or comment. Every child studied, as every 
parent, teacher and school involved, must be given the safe- 
guard of anonymity. It will be noticed that in a vast literature 
on child development no child, or even street, can be identified 
by name. The value (and validity) of investigations and reports 
is not in the least diminished by such a practice. Indeed, if 
mothers knew that they or their child might be named in print 
it is highly unlikely that they would be as generous as they 
have normally been in welcoming investigators and student 
Visitors into their homes. 

Adverse comment of any kind must also be avoided. Tt may 
be that some parental practice strikes a student as less than 
wise—but it is not her place to record this in writing, any 
more than it is to discuss it with fellow-students or anyone 
else. Practices which puzzle or perturb must be kept ‘in the 
head’, and may be discussed only in the privileged situation 
of the tutorial session; and only then with the honest inten- 
tion of seeking enlightenment. 
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Having established friendly relationships with a mother, and 
given her assurances of confidentiality, it is important to make 
One or two visits before actually recording a child’s behaviour. 
During the course of these visits the practical information, as 
suggested above, will be collected. There is more, however. It 
is essential that the mother come to understand that the 
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observer does not want any special arrangements made for her 
visits. As has already been said, the relative untidiness or 
shabbiness of a home is irrelevant to child-study, and by 
having a cup of tea, chatting to other children in the home, 
and so on, the visitor conveys that at least no special tidying 
or cleaning is needed for her. With luck, she will end up in 
the kitchen or other general living-room on the first visit; if 
she doesn’t, she ought, by her warmth and ease, to have got 
herself out of the ‘best? room and into the usual living 
quarters by the end of that visit—or at the very beginning of 
the next. 

Another matter affecting the naturalness of the situation for 
the baby or young child is the presence of other members of 
the family. If they are usually part of his ‘scene’ they must 
remain so. The observer must intimate that she does not expect 
granny to be sent upstairs, or a four year old to be banished 
to the garden or yard (he'll keep coming back, in any case), 
or the insurance man pushed out quickly, when he is patently 
used to staying for a chat with mother and a bit of fuss with 
the baby. Whether the presence of such members of his family 
make the recording of behaviour a little more difficult or not, 
Teally does not matter. If they are banished, the child’s 
behaviour is no longer ‘normal’, He is used, perhaps, to inter- 
action with his grandmother, older brother or Sister, visitor, 
and to be quite alone with mother may be a 
tion for him. In any case, if the home. 


normal state of her child, The Plain fact is that no normal 
baby or young child, leading an active, exploratory life (as all 
should), stays Very clean for very long. The student is there 
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to record his normal behaviour, not to take his photograph 
for the family album. She should be able to convey as much 
to the mother by her own friendly acceptance of life as it is, 
and babies as they are. 
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Much of what has been said above about ordinarily courteous 
approaches, confidentiality and avoidance of having special 
arrangements made applies with equal force to observation in 
nurseries, schools and play groups. There are, however, 
obvious differences. 

Visits to such institutions are arranged by the college, and 
it is most important that students do not make unilateral 
approaches to such places. The pressures on every place which 
caters for young children, from day nursery to primary 
school, are now very great. One small nursery school may 
be asked, in the course of a term, to accept two NNEB 
students, a small group of student-teachers on an observation 
visit, a final practice student-teacher, several overseas visi- 
tors, and perhaps one or two advanced diploma students 
pursuing an investigation into nursery education. That such 
Schools go on shouldering this burden of training says much 
for the generosity and concern of the staffs. It is not acceptable 
for any student to make unilateral approaches, even if she is 
known at the school. It is difficult for a head teacher or super- 
intendent to say ‘no’ to such a request—while saying 'yes 
may quite gravely overload a staff already carrying a heavy 
training load. All placements in institutions simply must be 
made through the college. Restraint in such matters 1s yet 
another valuable professional habit which might as well be 
learned from the beginning of training. X 

No doubt college tutors will give their students wise briefing 
on sensible behaviour in other people’s establishments, and it 
is unnecessary here to say more than that one should behave 
at all times with courtesy, consideration and respect for con- 
fidences. It is true that some habits and practices of some of 
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our elders and betters may not be such as we should wish to 
emulate. The lesson to learn here is this: When I am in charge 
as a qualified person, let me remember not to do this. From 
even the most undesirable habits and practices there is much 
for the novice to learn, and it is wiser and in the end much 
more fruitful to ask What should I do instead? and Why 
should I do it differently? and How do children respond to 
this? rather than grumble, Tage or weep. Most people in most 
nurseries and schools are skilled, helpful, efficient, and kind 


a kitchen. The more difficult part of the task in a group of 


only when young children 
otherwise being static or ‘qj 
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good observations may be made at such times it really is 
important for most of each study to be of a child in as free- 
choice a situation as possible. It is not necessary to ask for 
more than half an hour, although ideally an hour, from each 
day spent in the establishment in which to make studies of 
children. The job is so essential to understanding that such 
time is usually most generously given. 

A vexed point arises about files and notebooks kept during 
practical work in nursery or school. Some head teachers take 
the view that such records are for the student’s guidance alone, 
and are matter between her and her tutor. Others like to read 
every word, and add their own comments. Yet others appre- 
ciate a look over the notes if offered. Some tutors use the 
file as a teaching source during regular tutorial sessions, put- 
ting minimal comment on it during visits; others do not see 
it until the end of the practice; yet others write all over it, but 
do not use it in tutorial. The first of these courses is probably 
the best one. It is embarrassing for a student with a head 
teacher who reads every word in the file to know that 
the tutor’s remarks will also be read by the head teacher. Con- 
sultation and agreement between student, tutor and head is 
the ideal—but, too often, the student is left out of this con- 
sultation, and is uncertain what her notebook is really for. AS 
far as child-studies are concerned, she should follow the rule 
of anonymity given above. Surnames are not necessary for her 
record, even though she may have a group (or class) list in 
another file. Adverse comment simply must not be recorded, 
as already intimated. Head teachers and others can be very 
touchy about what they may see as criticism of their establish- 
ments or staff—and what they may view as criticism many of 
us might feel was ‘fair comment’. Nevertheless, if in doubt— 
don’t write it down’ is a good rule for the student. Heads have 
been known to telephone college principals in a rage because 
they have seen in the preamble to a child-study such a com- 
ment as: Brian hates fat—great scenes when he is made to 
eat it or Karen kicked Mrs. X when told to come in and listen 
to a very dull story. Perhaps the anger is understandable, for 
here is a student openly implying that some very dubious 
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practices exist in the school, and this puts the less secure head 
on the defensive. Whether it should or not, and how far 
maturity should preclude such Tesponse is another matter. 
The novice observer is well advised to eschew written com- 
ment of this kind. 

Studying children in nursery and Infants’ schools presents 
any of us with a delicate problem: that the child’s mother 
may not realize that her child is the subject of such close 
observation and Tecording, and that she may (for all we know) 
object to such Scrutiny when she finds out—as, in almost every 
case, she will, Normally, there is no problem in practice. 
Mothers, in the writer’s experience, have welcomed the prac- 
tice of child-study among students, and been most helpful in 
adding information to that gathered directly in school. They 
have almost always said or indicated that they realize that 
teachers, nursery assistants and others in training for a career 
with children need, above everything else, real knowledge of 
teal children. They'll learn more from him than they'll ever 


learn from books! said one mother, wryly, of two students 
Who were combining to study at de; 


approached in a friendly manner. 

lt is true, however, that mother-student relations have 
and warmth according to whether the 
ition of ease and open-access with 


TS are not permitted to gather outside 
me into the classrooms, There are even 
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a few, still, where they are not allowed past the school gate. 
Under such circumstances it is unlikely that the student will 
be able to talk to the child’s mother while she is in the process 
of making her study of him. She should most certainly not 
imply criticism of the school’s less good practices in any way 
while she is there. Her college probably has little choice of 
school places for practice, and however aware she may be that 
schools where mothers of young children are unwelcome are 
not good models of educational or social practice she should 
not comment. What she thinks to herself, or says in the privi- 
leged situation of the tutorial, is another matter, and one for 
her tutor to help her make constructive rather than destructive 
in tone. 

Although in most nursery and Infants’ school situations, 
and in most day nurseries, it will be possible for students to 
have some contact with the mothers of the children they are 
studying, this (as in the case of personal approach to mothers, 
mentioned above) is by no means a right. Children may have 
to attend school from the age of five, as a statutory obligation, 
but they do not have to be in nursery schools at all—and in 
neither place has teacher or student a right (legal or otherwise) 
to quiz mothers about their children. Mothers may refuse help 
and information, it is hoped, without being labelled ‘difficult’ 
or ‘obstructive’, Much depends on the friendliness of relations 
and the ordinary courtesy and good sense of the student. It 
should be pointed out, however, that a very few mothers may 
be truly difficult and obstructive, no matter how good the 
home-school relations in general and how tactful and cour- 
teous the student. Such mothers are more often ill than 
wicked; more often hurt than hostile; more often feeling 
inadequate than truly aggressive. Moreover, they almost 
always have ‘difficult’ children, of one kind or another—and 
if the student finds herself studying a really aggressive, with- 
drawn or otherwise deviant child it is reasonably certain that 
his mother will not be ‘easy’. It is better for the novice to 
leave bad alone, rather than make it worse by asking for 
further information from a parent whom the school knows to 
be non-helpful. 
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T iid 
case of the preschool playgroup, if it is one associate 
2 de Preschool (med Association (and some Erone 
calling themselves ‘playgroups’ are not in such associa ca 
and may be rather dubious places), no questions of con a 
with mothers, or Professional tensions about it, arise at 
The mothers themselves staff the good playgroup. Nation: 


à matter of time before pie 
TOUDS, so deeply embedded in the neighbourhoods they 
seve, alt parents of those neighbour- 
Opportunity for child-study 
ey will be among the most 
make a start on child-study. 
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It must here be said that, des 
there are o 


» and relayed as soon as possible to 
the proper au 


thority. If there are witnesses or informants. 
their permission shoul 


d be sought to 
if necessary. but if i 


t is refused it is better to go ahead and 


child-care worker and social worker in reporting cruelty to 
children has been discussed in Clegg and Megson’s Children 
in Distress (1968) and Webb's Children with Special Needs in 
the Infants’ School (1967). The case of Maria Colwell, fully 
reported (1974) and much discussed, is a horrifying example 
of unwise policy, inefficient system and lack of realization, in 
many quarters, that those in daily contact with children often 
know more about them and are more likely to be right in 
their assessment of a situation than are occasional visiting 
‘officials’. An estimated five thousand children a year are 
badly battered in their own homes; an estimated seven hundred 
every year actually die of it. It is likely that many who teach 
or care for children will live a professional lifetime without 
meeting a single such case. On the other hand, anyone might 
meet such a case very early in her career, and it is for this 
reason that this exception to the rule of confidentiality is 
discussed here. 

Other exceptions are: evidence of flagrantly improper prac- 
tice in a school, resulting in distress to children, or in diversion 
of public funds. In such cases, again, the proper person to 
whom a sensible and detailed report should be made is the 
student’s tutor or the college principal—who will know how 
to approach which responsible person in the local education 
authority. It cannot be too often stressed that such cases are 
very rare indeed, and even where they are found it is more 
than likely that some responsible person has already noted 
and reported the matter. Only faced with indisputable evidence 
of malpractice should a visitor in a school take the matter to 
tutor or principal; and certainly never, under any circum- 
stances at all, voice suspicion or discuss something of such 
an order with anyone else. It is unfortunate that so distasteful 
a matter has to be mentioned at all; but in a book intended 
for those who have to train eyes and ears and minds to sharp 
Observation of children it is just possible that such observation 
may, during training or after qualification, have to be put in 
the service of ‘children in distress’. 1 

To end this chapter on a more positive and encouraging 
note, however, it will soon become apparent to the would-be 


85 


observer that the making of good contacts with mothers, 
teachers and children is not just a matter of luck. It is 
reward of goodwill, warmth and respect for persons, allie 
with real caring for the career that has been chosen. 


Summary 


Mothers are normally delighted to talk about their children: 


encouragement to do so is served by courtesy and informality 
of approach. 


Allowance should be made for our society’s pressure on 
parents to appear cooler and less partial towards their children 


of disapproval, usually brea 
the part of mothers, 


Simple, factual information should be sought at the first visit, 
but observers must be Sensitive to questions that are imper- 
tinent or might cause distress or hostility. 


A student's youth is Often no bar to a mother's chatting about 
most intimate family matters. Such matters should not be put 
in the notebook at all—a jotting down, as Soon after the visit 


às possible of any truly relevant information is all that is 
necessary, 


One safeguard of confidentiality is anonymity—no child 


Should be identifiable by reason of surname or address in 
notes and records, even to fellow-students. 


produce an abnormal situation for the child who is the subject 
of the study. This is the very opposite of what is needed. 


In visiting schools and nurseries students should abide by 
arrangements made by their college. In no circumstances 
should unilateral approaches be made to such institutions. 


Adverse criticisms of practices in schools etc. is not accept- 
able; a constructive view should be taken, even of practices 
which the student may privately deplore. 


Good sense, and previous understanding between college and 
School or nursery staffs, should enable a student to make her 
Observations of children at times, and in such a manner, as 
to be unobtrusive and non-obstructive in the day's routine. 


Files and notebooks kept during practical sessions in schools 
and other establishments may be scrutinized by the head of 
the establishment, or they may not. Views on this are very 
variable. Every notebook should be such that scrutiny by the 
head or supervisor does not give offence. 


Contact and relationships with mothers of children studied 
in nursery or school are necessarily dependent on the existing 
home-school relationships. It is wise to accept the limitations 
that are occasionally imposed—and to remember that no one 
has a right to study a child just because he is outside his home. 


Rare exceptions to the rule of absolute confidentiality in 
regard to information about children are: If it is believed that 
a child is being ill-treated by parents in the home; if there is 
evidence of serious malpractice causing distress to children or 
improper use of public funds in school. In any such case, the 
proper authority for a student to report matters to 1s her tutor 
or college principal—never to fellow-students or parents Or 
teachers in other schools. Any such report must be factual. 
with written notes of dates, incidents etc. if possible, and no 
‘hearsay’ should be taken alone as evidence. 
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4. Recording Behaviour: the 
Specimen Description 


i 
The first recordin 
relationship with 
One, or even twi 
full observations are to sta: 


: » 2S suggested below, makes for 
easier recording at the time and easier analysis of information 
afterwards. It is essential to hay, LEFT HAND MARGIN 
about half-an-inch wide, in which to jot down the time as 
recording takes place; and a RIGHT 

about two inches in which to Write the language or sounds the 
child uses. 


The first page of the notebook (and any subsequent page 
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on which a new session starts) should contain a note of the 
child’s forename, date of birth and actual age in years and 
months—months and weeks, in the case of a child below one 
year—on the day of the study. This avoids later mental 
arithmetic and also ‘fixes’ in an observer’s mind the age 
and stage she is observing. Record age in months and weeks 
thus: 4m. 2w. It is permissible to record age in months for a 
child over a year, and many American writers do this. How- 
ever, converting 47m. or 55m. into years and months is à 
minor irritation, as we use the form rarely in this country, and 
it is recommended that age from the first birthday onwards 
be recorded thus: 

1:30r2:00 2 
Note that the use of the colon (:) is important. If we write 
13 it means one year and three-tenths of a year, not one year 
and three months. Another acceptable way of writing exact 
age is: 

ly.3m. or 2y. 


Pa uu PAS 
Date of observation Child's name + datelof birth 
+ actual age 


| Short description of situation in which observation 
is being made. 


Time| What is happening here Vocalization 


ere here 
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It may seem pernickety to enter into such detail about the 
simple recording of age, but surprisingly often a student's 
record of a child's age is ambiguous—and this can make 
meaningful discussion of her observations impossible. It is 
also likely that all the above forms of recording age will be 
met in the textbooks, and readers might just as well be 
familiar with them from the start. The novice should decide 
on the simplest and clearest system for her own use—and stick 
to it in all her notes and records. 

The first page of a session of recorded behaviour should 
look like the diagram on page 39. 

There is, of course, no need to head any subsequent page of 
the same session, but every page should be ruled with margins 
before any session—the Speed at which recording has to be 
done precludes any chance of making margins while the 
Session is in progress! 

With tutorial guidance the Observer should also decide on 
the length of time each Specimen description will take: five, 
ten, fifteen or twenty minutes. Each gives a reasonably good 


recording proceeds, Ideally, the time Should be noted at one- 
minute intervals. A Stop- 


American texts—but this is clumsy to handle. 


Á able equipment is a 
watch with a very clear face and a sweep-hand; and it is then 


necessary to train oneself to glance at it often and rapidly. 
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Certainly, a time-record is essential to observational methods 
of all kinds. In using the specimen description method, where 
anything from five to twenty minutes of behaviour is being 
recorded it is impossible to tell, unless time-intervals are 
recorded also, and fairly often, whether the behaviour falls 
within normal (and credible) limits or not. A six-page record, 
for example, may represent the rapid, lively play of a normal 
three year old for less than five minutes; or it may represent 
the abnormal play of a hyperkinetic (over-active) child for two 
minutes; or the somewhat lethargic behaviour of a slow- 
learning or not-very-well child for twenty. Without a time- 
record at short intervals it is not possible to tell, and no 
realistic interpretations can be made of the record. It is, 
moreover, important to know whether the activity came in 
bursts or whether it was steadily maintained through the 
period of the observation; and this can only be assessed if 
the passing of time is recorded by the minute. 

Active ‘play’ and periods of seeming ‘rest’ are essential in 
all learning, but individual patterns of activity and pause are 
highly variable—probably from birth. Each of us has a 
characteristic ‘rhythm’ and it is important for those who wish 
to do their best for children to note what are the rhythms of 
individuals in their charge. Some are active for sustained 
periods, going at a steady pace, and resting or pausing for 
short periods; some ‘go hard at it? for short bursts, and rest 
for short periods; some are very vigorous for short periods, 
and need long, almost ‘dreaming’ pauses. There are probably 
infinite variations. Patterns of active work or play and rest or 
pause vary, too, with the activity itself, some children ‘stick- 
ing with’ a sedentary activity such as puzzles or crayoning for 
sustained periods, while being ‘short burst and short pause’ 
people when engaged in house-play, outdoor activity etc. 
Some are the reverse. The need for careful recording of time 
during an observation session is thus a most important one 
in child-study. 

Some Americans have used a tiny light-bulb clipped to 
the corner of the board on which the recording pad rests, 
which flashes at one-minute intervals, and this would seem an 


41 


excellent idea so long as the light is shaded in such a way as 
not to draw the attention of a small child. The writer has not yet 
found anyone to make up such a device in a form lightweight 
and reliable enough to use in observational child-study—but 
some readers may be able to overcome the technical problems 
involved. A one-minute egg-timer type of device has been 
used by some students; but this has proved awkward to use 
as the recording pad or board has to be held at a steep angle 
for it to work, and remembering to reverse it is rather more 
difficult than remembering to glance at a watch. Kitchen 
pingers' are far too distracting to be of use, and the need 
to reset them precludes their being of any use in a busy 
session with a busy child, 


ii 
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what stops him crying, and what response he makes to the 
sound, smell or sight of feeding preparations. As a child 
grows older his play becomes more complex—he reaches for 
objects before he can actually locate them in space and grasp 
them, he grasps before he learns to let go, he takes everything 
to his mouth (that most sensitive of exploratory senses) and 
examines it with mouth and fingers after locating it with 
eyes. Crying becomes different according to what is needed; 
sounds begin to be elaborate; a whole repertoire of ‘non- 
sense’ babble precedes real words. There is, in fact, a very 
great deal for the alert student to note in the apparently non- 
active baby who cannot yet sit up. much less crawl or walk. 

Once sitting is attained, there is even more to note. How 
long can he sit? With or without support? Is the back 
arched, or rounded? What use does he make of the new- 
found skill? At the onset of crawling much more can be 
noted: Just how does he crawl? With one foot pushing (and 
which one)? With both feet pushing? On knees, or on his 
bottom? When a child can stand it should be noted what 
aids he uses, whether he is delighted with the skill, what he 
can see from an upright position—and what use he makes 
of this extended horizon. The free play period becomes more 
and more full of opportunity as walking and climbing become 
possible. 

In being fed, whether by breast, bottle or in high chair 
With cup and spoon, there is obviously a lot of ‘training’ 
mixed with the free, exploratory behaviour. Both are interest- 
ing and worthwhile to note. In being bathed there are yet 
more dimensions of experience for the young child. Most 
babies, and older children, too, have a delighted response 
to water, as we all know, and play vigorously in the bath 
from the age at which they can sit up and pat the water 
Splashing, patting, and later squeezing of sponges, trying to 
catch soap and soap-bubbles, floating and sinking soap- 
dishes, bath-toys and any other object found in the bathroom 
—all give babies and young children a wide range of skills 
to practise and a wide range of sensory experiences not 
easily found elsewhere. 
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Older children, from around the age of two, tend to make 
bathtime and bedtime routines social occasions—partly out 
of sheer sociability, partly (one suspects) in order to prolong 
the pleasure of playing with water and to delay the inevitable 
abandonment to bed and relative solitude. Bedtime routines 
are a study in themselves, involving as they do, highly 
individual rituals of all kinds from a careful look behind the 
curtains to a certain kind of story and a rhythmic incanta- 
tion that passes for ‘prayers’. The usual ‘quiet’ ending of 
the romp and noise is important for most children—and 


can easily happen with 
young children do tend to show off’ in front of her. . 
In observing children of around four or five it is rewarding 
to observe the same situations but mealtimes become more 
Sociable, and rightly so, so that it is harder to record what 
a child is doing and saying. He wishes to chat to the visitor, 


situation. There will, therefore, probably be more observa- 
tions during free-play times and perhaps at bathtimes (which 
usually come to the same thing, in any case!) of a child 
between the ages of three and five than there will be obser- 
vation of his mealtime behaviour. This can be noted, 
mentally, and recorded as notes, not Specimen behaviour, 
afterwards. 

In observing children in School or nursery the question of 
bedtime and bathtime Observations does Dot arise, Behaviour 
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at mealtimes, in the washroom and in putting on and taking 
off clothes can, however, sometimes be observed more 
discreetly in a large group of children than in a normal 
household. It is important, however, not to follow a child 
from playroom to washroom and then out of doors or back 
into the playroom. No child of any sense is likely to miss 
the fact that special attention is being paid to him, as has 
already been mentioned, and he will become silly, shy or 
sullen as he realizes what is happening. 

In fact, no child ever should realize that he is being 
Observed. The good observer waits for appropriate oppor- 
tunity—and goes without a record for the time being if she 
suspects that a child is becoming self-conscious, or might 
become so in a particular situation. It is, after all, a relatively 
simple matter to study his behaviour during free-play on 
one day, his mealtime behaviour on another, and his response 
to washing and dressing routines on a third. Further informa- 
tion about him may be gained from his mother, if relation- 
ships with the school or nursery are good (in the playgroup, 
as already indicated, no problem arises in this connexion, 
point which has been discussed in Chapter 3 above. No 
matter whether information is forthcoming from a mother 
or not, every nursery or school has a record of a child’s date 
of birth, and usually of his position in the family as well as 
of any special circumstances which it is proper for the 
observer to know in order to make sensible interpretation 
of her information. There is some information about child- 
ren which some heads and supervisors would not think it 
proper to be given to anyone but the child's teacher (and 
some that she might be reluctant to pass On, even to the 
teacher or nurse), and such professional respect for con- 
fidences must be respected. The kind of information often 
in the head’s file is that relating to fostering or adoption, or 
to a father’s absence in prison. Such knowledge may or may 
not explain some puzzling aspects of a child’s behaviour— 
but if it is not given, or a student is told that she may not 
look at a child’s school or nursery record cards, she should 
accept this restriction with good, professional grace. If she 
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is given such information it goes without saying that it must 
be treated in absolute confidence, and not recorded for any- 
one else to read—possibly not even her tutor, but certainly 
no other student, nurse or teacher. ‘Difficult family circum- 
Stances’ is as far as any student should go in explaining or 
putting a tentative interpretation on a piece of recorded 
behaviour when in the tutorial group. 

As much use as possible should be made of the free-play 
periods in nurseries, schools and playgroups. In these situ- 
ations there is often more for a child to do, and more time 
for him in which to ‘do his own thing’ than there is in even 


the best home. Not least, there are many other children with 


whom he can interact—and the way he deals with social 
relationships is a 


major study in its own right. All this is 
more than compensation for the lack of other valuable 
information of a kind that is more easily gathered in a child’s 
home. The student, in fact, must be prepared to make the 
very most of each situation—the intimacy of home and the 
relationships of child and family, or the busy, socially expan- 
sive life of the nursery or school group. 
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It has to be acknowledged that even sound preparation and 


wise selection of Situations in which to make observations 


Will not make the task an easy one. Recording of on-going 


behaviour has to be done at breakneck speed, and even then 


ch fingers are being used. Little 
ain uses of the hand, e.g. 
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: ii T 
clenched fist pincer grip spread fingers 


Such symbols as — R or L S and fj record movements in 
space. Each observer should devise her own code, and 
use it until it becomes a habit. It is not helpful to devise 
a long and elaborate code. No one is going to remember 
dozens of symbols, even if she devised them herself and 
believed them to be very suitable ones. It is best to start 
with a few obvious ones, on the lines suggested above; 
others may suggest themselves as experience is gained. Some 
Practice might be made on willing fellow-students, by record- 
ing their ordinary movements as they perform an everyday 
task, before making a start on the first observation of the 
selected child. 

All recording of child behaviour should be in the present 
tense. The behaviour is, after all, being recorded as it 
happens, and not recollected afterwards (except in a few 
exceptional cases); it is thus likely to be more accurately 
recorded in words that reflect its immediate nature. More- 
Over, recording in the present tense gives a sense of involve- 
ment and immediacy to the observer and to any other reader 
looking through the records subsequently. An example of 
a two-minute observation will be found at the end of this 


chapter, before the summary. 
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Even when excellent relations have been set Up with the 
child, the mother and other adults in the home (or school). 
all sensible preparations of notebook and writing materials 
made, and such matters as a rapid-writing code devised, 
time recorded etc. there will be situations which the novice 
finds difficult to deal with unless she is advised in advance 
about possible courses of action. 
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Such a situation is that of the young child, whether in his 
own home or in school, who becomes aware of the unobtru- 
Sive observer and approaches her either to find out what she 
is doing or to invite her to join in his activity, admire his 
work or hear him read. The best course is to draw a line 
rapidly across the bottom of the last lines, jot down the get 
in the left-hand margin, and note (quickly) what kind o 
attention the child is seeking, e.g. John grabs my pencil or 
Susan says ‘I want to write like you’ or Andrew asks Can 
you fix this wheel?’ The observer is there to study child 
behaviour as it is and as it happens, and a child’s approaches 
to her for attention, out of curiosity or for everyday help are 
as much a part of his behaviour as the rest of his activity 
Which does not involve her. While she is dealing with him 
it is obviously impossible to record the interaction—but this 
is one of the permitted exceptions to the rule that behaviour 
must be recorded as it happens. It is strongly advised that 
Such interesting interactions be recorded, as accurately as pos- 
sible, as soon after the event as possible, and in the past 
tense. 

A useful device with very young children (i.e. from about 
one year to two) is to give them attention for a few minutes, 
and in so doing divert their attention to some other interest- 
ing pursuit, possibly with mother or other adult. With any 
child who ‘wants to write’ a simple explanation (I’m doing 
some writing. Would you like to do some, too?), together 
with the provision of a pencil or ball-point and some sheets 
from the back of a pad, provides a first-class opportunity to 
observe how the writing implement is used, what is drawn or 
scribbled, the direction and Pressure of the strokes, the 
naming of what has been produced, and so on. With children 
of any age from three or four to Seven or eight the explana- 


i quest Draw me a man! The 


tion can be accompanied by a rei 
resultant drawing can be retained by the observer (especially 
ld like to keep it, when it will 


if she says how much she wou 
usually be bestowed with Breat pleasure as a gift), and is a 
most useful part of her record of the child's level of ability 
and understanding. There is even a means of assessing this 
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level quite formally from a child’s drawing of a man; but 
opinions vary as to the usefulness and accuracy of the 
mensure, and tutorial guidance should always be sought 
E ore using a drawing to assess so-called intelligence. (See: 

oodenough, Measurement of Intelligence by Drawing, 1926.) 

In the case of a child interacting with the observer the 
very last thing to do is to send him away because his 
behaviour is being studied! This results in à crestfallen or 
cross child, whose natural tendency to socialize with a 
friendly adult has somehow, and in a manner he cannot 
understand, been found ‘wrong’. The child is always more 
important than the record; and there will be ample oppor- 
tunities to record his behaviour at times when he is unaware 
of or unconcerned with the observer. 

The exceptionally deprived or anxious child might well 
approach the observer so often as to make objective study 
of his play and social relations with others quite impossible. 
In the first place, it is not advisable for a novice to study 
such a disturbed child; in the second, the needs of the child 
for attention and cherishing from a virtual stranger really 
are more important than written record. If such a child had 
been selected for study very careful notice should be taken 
by mother or teacher of this behaviour. It is not enough to 
say Oh, he just wants attention! Of course he does. The 


really important question is Why? Normally loved and secure 


children soon lose interest in someone, however friendly, 
wn business, and will turn 


who is quietly going about her o 


soon to the much more interesting business they have with 
It is the child with a special 


age-mates, toys Or materials. 
need for love and reassurance who cannot leave the stranger 


alone, and such a child, however much the observer may 
wish to and even be able to give him extra attention on some 
Occasions, is not the best sort of subject for a child-study 
by the novice. It would be wise to start another study of a 
less demanding child, and give extra attention to the dis- 

turbed child on other occasions. 
Another sort of intervention that often puzzles students is 
that of mother or teacher With à child. Should such inter- 
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vention be recorded? Discouraged? Left out of the record 
while the activity before and after it is recorded? The 
answers are, again, those of good sense. So long as the 
preliminary talks with mother or teacher have established 
that no special arrangements are to be made for the observa- 
tion periods, that no child is expected to be ‘put through his 
paces’ for the observer, and that it doesn’t matter what he 
does so long as it is easy and natural to him, it is unlikely 
that undue intervention from adults will occur. It is true 
that there are very anxious mothers who will incline to tell 
their young children what to do or say, give him ‘special 
tasks or toys in order to Show the observer that he or she 
is really clever or capable, or even play with him in a very 
directing sort of way. This tendency should be picked up by 
the observer in preliminary visits, however, and no observa- 
tions should be made until the mother is so relaxed that 
such undue interference with the child is felt to be quite 


relaxed friendliness, her modesty, and her genuine desire to 


er human contact (which is, 
of course, why some people regard the experimental psycho- 
logist’s work in the laboratory wii 
relevance to a child’s everyday life 
others are part of the behaviour we Wish to observe. The 
only requirement in the recorded material is that it should 
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au clear at a glance which was the child’s and which the 
adults behaviour. For this purpose it is advisable to put 
eh n contribution to the sequence in square brackets 
us 
.An example of such interaction between a mother and a 
young child looks like this: 


10.6 J. sits on floor. Leans from 
sitting pos. Picks up cube R. 
hand, pincer grip. Raises 
whole arm, extends R.H. 
and arm towards M., swivel- 


ling from waist. Smiles. Gaa-aa- Bub 

[M. bends over him, extends 

hand.] [Brick for 
Mummy?] 


J. waves arm up-down 

motion. L. foot hard against 
floor. Pivots round on bot- 
tom. Chuckles. Mum-mum. Bub 


[M. stretches hand nearer.] [Ta! Give 
Mummy brick?] 


This is an extract from a long and delightful sequence wherein 
a baby of eleven months played intensively for over ten 
minutes with a mother who encouraged him to give and take 
cubes, hide them, find them, bang them on the floor and 
against each other, to the patent joy and satisfaction of the 
child, His interaction with his mother was obviously a major 
factor in his learning—learning which included holding, letting 
go, co-ordinating hand and eye, listening and remembering— 


and to have tried recording his behaviour independently of 


his mother's would have been à nonsense. With bracketing of 
at a glance, not 


the mother’s part, however, it was obvious, at 2 : 
only how crucial was her role but exactly what it comprised. 

Tn some circumstances, more often in a child’s own home 
than in school, older brothers and sisters can be a little resent- 
ful of the attention being paid to a baby or toddler. This is 
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probably especially likely if these older children are them- 
selves only four to six years of age; children of seven and 
above tend to be either bored by what the observer is doing 
(it being a relatively non-active pursuit, in their view) or very 
proud of the small sibling, and more likely to ‘show him off 
than to be resentful. The fours to sixes, and even three year 
olds in a less artful manner, will sometimes tease the baby 
until he cries or becomes very angry, or use his playthings 
with the bland excuse He can’t do it properly—I'm showing 
him. Both manoeuvres are likely to divert the observer's 
attention from the baby to the older child—which is the 
object of the exercise. Attempts to prevent this sort of inter- 
vention by reproof or wheedling will almost certainly result 
in even greater efforts on the part of the resentful older child 
to detract interest from the baby. Depending on the age of 
the other child the wise observer will either enlist the mother’s 
help in giving the disgruntled or over-helpful older sibling 
something much more interesting and challenging to do, or 
supply pencil and paper so that he, too, can ‘record’. With 
children of around seven and over the observer can actually 
take them into her confidence, explain the purpose of her 
visits and the use of child studies, and enlist their help— 
whether that ‘help’ involves departing elsewhere for short 
periods, writing down what they know or think about the 
little brother or sister (invaluable data can be obtained this 
way!), or sitting quietly with their own pursuits or beside the 
observer, being a co-recorder. Good nature and understanding 
of children should prevent that most unhelpful of all responses 
from older siblings—jealousy and resentment. More generous 
older children then tend to interact naturally with the younger 
One, On appropriate occasions, as they do when the observer 
is not in the house, and this kind of interaction can be recorded 
as can that of the adults, in brackets, as part of the ordinary 
stimulus that the young child experiences every day of his life. 

A student of child-behaviour is a student of ail children's 
behaviour. Much of what is noted in the interaction of brothers 
and sisters, their relations with parents, neighbours' children, 
cousins and other relatives is an enormous aid to understand- 
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ing when a student becomes teacher, nursery nurse, child-care 
worker or playgroup leader. Such information, gathered 
within families as the more controlled and detailed study of 
one child proceeds, gives the observer another kind of data. 
It should be noted as soon after visits as possible (in note- 
form, not with any attempt to time it or recall minute detail), 
and added to the store of information that every worker with 
children builds up over the years. 

_No two families are exactly alike; no set of brothers and 
sisters behave towards each other in the same way; no stereo- 
types of what it is like to be ‘older brother’, ‘big sister’, ‘the 
baby of the family’ or ‘the middle one’ are very helpful. Only 
by noting how individual children interact with each other 
and with the family at large can we get some idea of whether 
there are patterns of relationship common to us all, or not. 
This noting of sibling interaction is particularly interesting 
and valuable for the student who is herself an only child. 
There does seem to be, among only-children-grown-up, @ 
belief that ‘having a sister’ or ‘being a brother’ etc. means 
the same thing for most children. Involvement in a family 
or two, while making child-studies, and sensitivity to inter- 
action between siblings, soon demonstrates that this belief is 
far from the truth. " 

It must always be remembered that the experience is one 
of personal relationships and intimate involvement to the 
family being visited. The intending teacher, nursery nurse Or 
Other worker with children has a moral as well as a profes- 
sional duty—and that is to regard the family whose child(ren) 
She is studying as much more than a source of case-material or 
data for her case-work. The student may be required to make 
several studies in homes and schools during her course, but to 
each family or school staff she is an individual who 1s 
Benuinely interested in them and in particular children, not 
à recording-machine which switches on and off regardless of 
family and other needs. Obviously, she cannot £o on visiting 
each family and school she has known and been made wel- 
Come in for years afterwards when she has so much else to do. 
But her withdrawal from the situation should be as thought- 
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fully considered, as kind and as considerate of persons as were 
her preliminary visits. To snap her notebook shut after the 
final recording session, or the last day of a school practice, as 
if to say That's that! Thanks for the data! is as hurtful as it is 
graceless. Another visit or two might be made, at longer inter- 
vals; a family might be invited to a college function; several 
students might co-operate in offering some simple hospitality 
to ‘their’ families. And it is to be hoped that every college 
depending on schools for its essential training of students 
offers regular hospitality to the staffs of ‘practice’ and ‘obser- 
vation’ schools, nurseries and the like; with full involvement 
by the students who have ‘lived with’ the staff and not only 
by the principal and senior members of staff over an elegant 
Sherry—pleasant as this is as an extra ‘thank you’. 

Finally, it is possible that many mothers and teachers would 
appreciate knowing something of what a student does with all 
the notes and observations she makes. In many cases, some 
analyses of the raw data are ‘safe’ enough to be shared with 
parents and teachers. There are, however, very anxious 
mothers who may well be upset by even the most sensible and 
objective comparison of their child with textbook ‘norms’, 
Since they will not realize the broad band of what is ‘normal’. 
There are teachers who may become anxious if they think 
that their behaviour has been studied, in studying children’s, 
and not understand that this is almost inevitable and is cer- 
tainly not adversely critical in intent. It is hard enough for 
students, who will be professionals and able (it is hoped) to 
see the whole picture, to remain objective about their data. 
It is almost impossible for parents, and very difficult for some 
teachers—who perhaps ought to be better at it, but who 
simply are not. Any interesting information which tends to 
make mother or teacher feel more confident in herself, and 
gives her more insights into how children grow and learn and 
behave, is proper to give. No other should be given. In the 
Writer's view it is only courteous, and will only add to the 
common store of knowledge, to indicate that there are proper 
and useful follow-ups from Observation and that these are 


invaluable in the training courses, But students would be wise 
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to abide by tutorial guidance in discussing their work with 
parents and teachers, and at no time to breach faith with either 
the families, schools or college staff by tactless or over-zealous 
discussion of what uses were made of the collected data. It is 
possible to treat parents and others as partners without dis- 
cussing with them everything done in tutorials, seminars, 
written work or analyses based on the child-studies. 


Example of Specimen Description based on observation for 
two minutes of a two and a half year old. 


26.9.74 Tulie d.b. 29.3.72 
age 2:6 


9.37 am. | J. is coming out of her house 
on to the unmade road by a 
river-bank, where a slightly 
muddy footpath, grass, stones, 
a small clump of trees and 
two parked cars present a 
varied set of stimuli (or 
hazards). Observer is sitting 
on step of house some fifty 
yards from Julie's. 


J. comes down steep stone 
steps sideways, R.F. down, 
followed by L., looking down 
at feet. Action repeated for 
each step. Wobbles slightly 
as bottom is reached and both 
feet on uneven gravel. Walks 
with stomping gait, arms 
outstretched, R.H. pointing. 
index finger out, to footpath, 
Stops. Lowers arms, points 
R.H. index finger at feet. 
Turns from waist, feet still 


Urrgh! Ibet! 
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9.38 
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planted firmly and looks 
towards observer. Swings L. 
arm out and moves feet to 
start walking along path. (Her 
family dog, Jess, comes out, 
passes her.) J. staggers, waves 
both arms at dog. Shouts: 
Quickens pace, firm stomping 
gait, R. arm, extended, index 
finger points towards dog. 
(Tractor crosses bridge, very 
noisy.) J. stops, Stares hard 
towards bridge. Feet apart. 
Points R. index finger 
towards bridge. Frowns. Picks 
nose briefly R. index finger. 
Mouth down at corners. 
(Tractor is very noisy, but 
noise dying away.) J. turns 
from waist, finger in mouth, 
looks towards house. Starts 
walking towards observer. 
Solemn face, arms swinging. 
Obs: You're going for a 
walk, are you?] 

Stamps R. foot. Points 
towards dog with R. index 
finger. 

[Obs: No, she's not a bad 

girl. She's just sniffing the 
tree, like my dog does. 
Where's Mummy? Obs stands 
up.] 

J. stomps past observer, 
stops, holds rail of rustic 
fence, looks at it. Curls 
fingers round rough bark, pats 
it, stares closely at it. Looks 


Tum waw, 
Tum wi' Jeb! 
Igo da! Igo 
da! 

Tum waw! 


Car-car go! 


Tum waw! 
Wi' Jeb—ah! 
Seeba’ gel. 


See's away. 


up quickly, waves R.H. at 
dog (now rustling about in 
trees and long grass), leans 
over low rail. Kicks foot in 
mud, makes grimace. 

[Obs: Yes, it’s muddy this 
morning! Mind your nice red 
boots!] 

J. stares down at feet. 

Obs. notices deep mud on 
path further along, and moves 
towards J. to head her off, or 
lift her over. Asks: Where’s 
Mummy?] 

J. reaches deep mud and 
puddle. Stops, looks down. 
Bends stiffly from waist, feet 
straddled. Points with R. 
index finger, puckers face, 
looks up at obs. 

[Obs: No, I don't think you're 
stuck! Here, up we come! 
Obs. lifts J. out of puddle.] 

J. puts arm confidently round 
Obs. neck, twists head to look 
towards her own house. 
Wriggles and waves L. arm 
and hand. She is lowered on 
to dry part of path. 

[Obs. scribbles in notebook. 
leaning it on bonnet of car.] 
J. stares then turns to aunt 
who has come out of house. 
Breaks into smile, turns 
clumsily but quickly, runs 
with staggering gait towards 
bridge. 

[Aunt catches up with her, 


You tum! 


Urrgh! 


Iboos! 


See's away. 


Iboos! 


Itup! 


Teannie tum 


Car-car! 
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says Come on now, in the 

garden with you!] 

J. stumbles on a tussock of 

grass. Sits down suddenly, 

legs outstretched, looking up 

at aunt, and then back at 

obs. Laughs. Leans sideways- 

resting R. palm on path, 

levers herself up by using 

hand and feet in semi-crawl 

position. Staggering run Tats—no! No 
9.39 towards house, shouting. tats! 


Much that might be called typical of a two and a half usd 
old is caught in this specimen of behaviour for even so brie 
a period as two minutes. The manner of coping with steps 
the slight stagger in the gait, the excited waving and pointing. 
the immediate response to a loud or unfamiliar noise (the 
signs of slight anxiety as the tractor passed should be noted), 
the independence, the already learned ‘taboo’ on getting dirty» 
the bossiness towards the dog, the initiation of a chasing 
game, and so on, are commonly found in children of this age 
But there are ways in which Julie is expressing a highly indivi- 
dual way of ‘being two’. Her language is slightly atypical, 
for example (to find out in which way—consult tables of 
normative items!), and so is her casual, even complacent, 
seeming acceptance of her mother's absence. The presence of 
two much older brothers (of eight and ten years, respectively) 


is reflected—as the reader cannot hear, however—in tones of 
voice, and her mannerisms also are quaint imitations of older. 
boyish ones, on occasions. 


Note that no interpretations are given ; " 
tion of the on-going behaviour, ijr ream uen 
legitimate to think that Julie Was, momentarily, frightened 
by the very loud rattle and roar of the tractor bat we canto 
know for certain, and it is most Unacceptable to write such 
things as “Julie is frightened by the tractor’ or “She knows she 
must not get dirty in the mud’, while the actual — is 
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being recorded. The only legitimate interpretations are of the 
kind that the present writer has given in the preceding para- 
graph—cautious assessments based on the child development 
literature, past experience of many two years olds, and very 
careful scrutiny of a very detailed specimen of behaviour. 
Even when common sense suggests that Julie was actually 
looking at the dog, or at the tractor the observer used the word 
towards’ dog or tractor. It is never certain that a child is 
actually looking at what we think he or she is, and it is thus 
more objective and restrained to say ‘seems to be looking’ 
or ‘looks towards’ or ‘appears to stare at his mother’. By 
such meticulous means we can avoid the dangers of interpret- 
ing from a child's on-going behaviour what we want, Or 
expect, or think we ought to see. 


Summary 


Observers should be provided with a shorthand writer’s note- 
book and more than one pencil or ball-point pen. 

Child's forename, date of birth and exact age on the day of 
each observation should precede each record. 

Age should be recorded simply and in one of the conventional 
ways—keeping to the same style throughout. 

Notebooks should be ruled up with small left-hand and larger 
right-hand margin before each session, to enable more rapid 
recording, and easier subsequent analysis. 

The length of time to be used as à specimen of behaviour 
should be decided in consultation with the tutor—and with 
regard to the novice's lack of skill to start with. Ten minutes 
is probably quite long enough before experience 1S gained; 


twenty minutes is usually considered long enough to get a 


good specimen of behaviour, even by experts. 

Time should be recorded at one-minute intervals, using the 
easiest means possible—usually a watch with a clear face and 
a second-hand. If time is not recorded the specimen becomes 


meaningless. : : 
sides to observes and from which good specimens of 


normal behaviour can be taken, are free play sessions, bath- 
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time and bedtime. Sense should be used in deciding when 
and how to take advantage of these situations. 


Situations for children in school obviously cannot include 
bathtime and bedtime routines—but many other sorts of 
situation are excellent substitutes for them. 


It is important that a child in school should not become aware 
that he is ‘being followed’ from room to room, as a student 
obtains specimens of his behaviour. He can be observed in à 
different situation on a different day. 


Some sort of rapid-writing code should be devised by students, 
and kept very simple, before starting recording. 


All recording of on-going behaviour should be in the present 
tense, 


There are many wise ways of dealing with the situation when 
the child being observed approaches the observer, and dis- 
tracts her from noting his behaviour. 


Interaction with mother, other children and persons in the 
home is natural to the child, and should not be discouraged. 


All such interaction should be recorded by putting the part of 
the mother or other person in brackets. 


The behaviour and responses of other children in the home 


(or class) of the child being studied are of use and interest to 


the student of child behaviour, They can be jotted down, after 
the session, in note form. 


A courteous and considerate * 
or school where the observer h 
is essential, and must, someho: 


Weaning away’ from a family 
as been collecting information 
W, be attained. 

What is done with the records and Notes is a matter of interest 
to parents and teachers alike, Only such material as will be 
encouraging and non-offensive must be shared in this way, and 
tutorial guidance in the matter js strongly advised. , 
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5. Choosing Themes and Selecting 
Designs for Child Study 


i 


When beginning to study children by observing them it is 
important that every possible action and word of a baby or 
child should be recorded while it is happening. In practice, of 
course, no observer can record at such a speed, or have so 
sharp an eye and ear as to put down literally everything that 
happens in the course of even a few minutes. Even an active 
baby, who cannot yet walk or talk, is using eyes, hands, legs, 
toes, tongue, small facial muscles and vocal chords as he feeds, 
responds to other persons, explores objects and materials and 
makes his wants known. The older child, on his feet and with 
Some language at his command, is in ceaseless interaction 
with his total environment of space, toys. furniture, people 


and materials—unless he is asleep. Even then the good obser- 
ver will record turnings, twitchings. smiles, eyelid flutter and 
mutterings which indicate that the mind is very far from 

inactive during long periods of sleep. 
Despite the realistic appreciation that not every move and 
sound can be recorded—unless by a cine-camera—every 
eal the recording of every move. 


beginner should have as an id ; 
This at least prevents her from developing the bad habit of 


i ʻi ting’ or ‘significant’. We 

recording only what seems interesting gni 

tamet noe bat is significant unless we try to record fully 

whole sequences of behaviour, with nothing left out. It has 
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already been pointed out that prejudgement of ‘what matters’ 
leads to dull, sentimental or dangerously stereotyped records. 
What is essential as a basis of child-study is a set of studies 
of individual children, of different ages and sex, with no pre- 
decided theme. Such studies serve to give the novice practice 
in close observation, exact recording and (later) analysis of a 
rich and varied specimen of normal behaviour; they alert her 
to the enormous individual differences to be found among the 
most ordinary of normal babies and children; and they indi- 
cate to her some of the many aspects of child-response and 
child-behaviour that reward further, and more predecided. 
study. 

im of the themes which may particularly interest à 
student who has made several studies are: 


Locomotor development and skills: when and how children 
learn to sit up, grasp, manipulate objects, stand, crawl, walk, 
climb; what sort of neuro-muscular co-ordination is needed 
to run without stumbling, ride a tricycle, cut with scissors, 
guide a pencil—and at which age, approximately, most child- 
ren achieve such skills; whether differences between boys and 
girls are observable in such development, or differences 
according to facilities, encouragement and provision at home. 


Emotional growth: confidence, sh 


with age, ability to persist in a task, tolerance to frustration, 
irritability, placid behaviour, and so on, are indicators of 
what Gordon Allport (in Pattern and Growth in Personality: 
Holt, Rinehart and Winson, 1963) has called ‘the internal 
climate’ of an individual; how far such emotional responses 
vary, even in one child, according to place, time and people, 
or change with maturity, 


yness, changes of response 


Social development: which is Closely connected with both 
locomotor ability and emotional "tone'—at which ages and 
stages children can cope with a small group, a larger group. 
with strangers; how they resolve small Conflicts. whether they 
co-operate, lead, follow or play alone When in a group; how 
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they respond to simple training in manners and independence, 
and which training approaches seem most fruitful at which 
ages. 


Language development: which sounds are made first, and 
through which sequences of sound children develop recogniz- 
able speech, to whom they make overtures in words; what 
kind of sentences they make; what they use language for: 
demand? command? question? self-assertion? expression of 
thought? exchange of views? reassurance?; whether social 
class, racial or regional factors affect language development— 
and, if so, in which ways. What do young children talk about? 


Intellectual development: which is inextricably associated 
with all the other aspects—curiosity, questioning, experiment, 
recognition of relationships between classes of animals, plants, 
people and things, persistence, concentration and ability to 
recall and recount happenings are all indicators of intellectual 
growth; at which ages do certain of these occur? are there 
differences by sex, social class or region, home experience or 
amount of nursery or school experience? 


Every theme mentioned under one of the above headings 
might stand as the title of a major study. There is no need for 
a student to wonder whether she will be able to think of a 
particular aspect of child-development to study—a look over 
her previous studies of jndividual children will suggest some- 
thing that particularly interests her. A glance through the 
above themes might alert her to an incident or two in her own 
records which would be interesting to study further. It is at 
this stage, and not any earlier, that more complex studies (but 
still based on observational techniques) may be undertaken. 


11 


ed above refers to a more complex 


€ as us 
complex 
More c not to more complex themes or more 


design for child-study. 
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elaborate methods. Complex themes such as emotional 
deprivation, development of particular concepts, response of 
handicapped children etc. are really best left to specialists or 
to the very experienced investigator; elaborate methods, such 
as standardized testing, rating on attitude scales, observation 
under laboratory conditions, and so on, are not necessary or 
Suitable ‘tools’ of investigation for most teachers or nurses, 
much less for the novice. . 
More complex design, however, is possible and desirable 
as a training course proceeds. It is desirable for students to 
Work in pairs or small groups rather than alone, and to make 
all decisions about the theme to be studied, before they enter 
the nursery, school or other institution, ie. the number 
of children they can handle, the form of recording and defini- 
tion of terms they will use. Tutorial guidance is essential here, 
and should be available throughout the course of the study. 


Cross-sectional studies of child behaviour are useful, and 
the design of such studies not beyond the competence of well- 
guided novices who have had Previous experience of observa- 
tional study of individual children. By ‘cross-sectional’ is 
meant here the study of a group of children who have age in 
common; who will be studied at a certain point in time; and 
about whom the same kind of information will be recorded. 
Students might decide that they were interested in the social 
interactions of two or of three year olds; or in the language 
of four year olds; or in the responses of children at certain 
ages to frustration; or the friendships of six or of seven year 


olds. No matter what the theme, the students would agree 
on how many children each of the: 


His b Most appropriate to their 
theme and the situation they will Work in. silted 


Most importantly, they would agree on what they will mean 
by the words they use. As examples: in looking at the social 
interactions of three year olds the Student-observers must 
agree on what they mean by a quarrel —3 simple snatching 
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of a toy? a push? a tantrum over another child’s grabbing of 
a tool? or a sulky withdrawal? Is a ‘friendly overture’ going 
to mean the offering of a turn on the swing? a chatty mono- 
logue as a child plays beside another? a smile? a pat on the 
teacher’s leg in passing? In studying intellectual aspects of 
development how is ‘persistence at a task’ to be defined? Will 
one observer feel that two minutes is a long period for a very 
young child, while another thinks that five minutes is not 
very long? And how is ‘concentration’ to be measured, even 
after it is defined? This is where the previous studies, the 
growing familiarity with textbook norms and, above all, 
sound tutorial guidance will prevent confused or inexact 
results from a lot of hard and conscientious work. One cannot 
go back and have a child live again a few minutes of his life. 
Once missed, that episode is forever irretrievable. It is sad 
for students to have to say, as they go over a morning’s 
records, I thought we weren't going to count that—John did it 
several times, but I don't remember exactly who to... OF 
I didn’t put down all the sounds they made, the nonsense 
words—I thought we just had to record real words . . - 

The outcome of a cross-sectional study will be many exact 
Observations of one kind of behaviour or response on the part 
of a number of children of the same age, all the observations 
having been made within a limited period of time. Children's 
development is so rapid in the first five or six years of life 
that to return to the same sample of children a month later 
is to get a quite different sort of information, in most cases. 
It is essential that cross-sectional studies be undertaken either 
of all the children it is wished to study within not longer than 
a week or fortnight at most or of different groups of children 
whose chronological ages are the same. It is useless to collect 
data on what the same children were doing at, say, the age of 
3y. 4m. and again a couple of months later at 3y. 6m. and 
call the study a cross-sectional one. Two months after the first 
study, if more information on the age-group (say) 3y. 2m. to 
3y. 4m. is wanted it is necessary to select another group of 
children in this age-range and, of course, in the same situa- 
tion. 
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Longitudinal studies, on the other hand, have the intention 
of studying changes which occur in time. They are essential 
if we wish to know at what speed and in which sequence 
children develop abilities and acquire skills. In longitudinal 
studies, having decided carefully (in the manner already 
described above) what it is that is to be studied, in which 
situations, units of time, by how many students, and so on, 
it is essential to decide the total length of the study. It is not 
advisable for the novice to try to monitor change over too 
short a period—unless the subjects of the study are babies in 
the first year or year and a half of life, when even the beginner 
can see very great changes in periods of time as short as a 
month or six weeks. In most cases it is advisable to take a 
school year (which, in practice, amounts to about ten and a 
half months, i.e. September to mid-July) or a full calendar 
year, and make observations at predecided intervals, of the 
same aspects of development, during that period. The outcome 
will be a collection of observations showing how certain 
abilities and skills have developed as growth and experience 
have occurred. . 

Another advantage of the longitudinal kind of design is 
that it can be used by one student, studying one child, through- 
out a substantial part of her course. Ít is the kind of record 
kept by some mothers who are particularly interested in the 
development of locomotor skills, language or other ‘notice- 
able’ phenomenon. Applied to a group of children believed to 
be at risk in a difficult situation—a poor neighbourhood, for 
example—or at risk by reason of suspected birth-damage, the 
longitudinal study may give clues, as each part is carefully 
scrutinized, to the beginnings of ‘maladjustment’ or learning 
difficulty. Comparison with longitudinal studies of children 
in more favoured situations or with no history of difficult 
births may throw out very clearly the kind of developmental 
*gap' or deviancy which has to be compensated for or treated, 
as well as the stage at which it is likely to occur, 


A combination of cross-sectional and long 


4 call itudinal design is, 
of course, possible—although this is an exacting task, in terms 
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of numbers of children and numbers of observations to be 
made over a fairly long period. It may be decided that the 
theme chosen by a group of students for study calls for both 
a fairly large set of cases at each age-interval and the plotting 
of change over time if it is to be fully rewarding. Language 
development often calls for such a study, and so does progress 
in developing number-concepts or acquiring the skill of read- 
ing. Because the design of such a study is complex it is not 
advisable for students to undertake it without previous exper- 
ience of both individual child-study and some previous 
experience with either a cross-sectional study or longitudinal 
study, or both. 

It is the responsibility of the tutor to give guidance in such 
an undertaking, as in all others. The rewards of a group under- 
taking of this order, however, are very great, and it might 
constitute a major part of the second or third year work in a 
training course. Since the combination of sound observation, 
good recording and familiarity with the different kinds of 
information to be derived from differently designed studies is 
crucial to success in professional investigations it is most 
important that aspiring teachers, nursery nurses and child-care 
workers develop some skill in these matters. More and more 
often, research teams based on universities and other such 
places now call on the people who are in daily charge of 
children to provide them, under guidance, with the data they 
need. This is a most welcome trend and one which will be 
well served by those in nurseries, schools and other places 
where children are gathered who appreciate what is needed 
because they have themselves made good and varied child- 


studies. 


Summary 


As detailed and full a record of a child’s on-going behaviour 
as it is possible to make should be the student’s aim. In the 
interests of objectivity no gesture, movement, sound or word 
should be rejected as of no interest or significance. 


Themes for special study, after several studies of individual 
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children, are innumerable. Locomotor, emotional, social, lin- 
guistic and intellectual aspects of development (themselves 
~; interrelated) each offer an enormous selection. 


More complex designs for studies must not be confused with 
more complex thémes or more elaborate methods. Observa- 
tional techniques can be used within the more complex designs 
of: - 

cross-sectional studies 

longitudinal studies 

a combination of the two. 


Before starting a more ambitious study of one of these kinds 
it is essential that a group of students, with proper tutorial 
guidance, make thoughtful decisions about how many children 
are to be observed, for what periods of time, within what total 
period, using which version of observational technique—and 
what each of the group understands by the words (eg. 


‘quarrel’, ‘friendly overture’, “concentration’) they are using 
in connexion with the study-theme. 


There should be a progression throughout a training course 
from the close study of one child by one student, through 
small group-efforts at cross-sectional and then longitudinal 
studies, to larger group-undertakings of a combined cross- 
sectional and longitudinal investigation. 


Professional research teams are becoming more likely every 
year to ask teachers, nursery assistants and other workers with 
children to help them in large-scale research, Experience such 


as that suggested in this book should be invaluable to anyone 
involved in such an enterprise. 
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6. Other Observational 
Techniques: Time-Sampling 
and Event-Sampling 


In recording behaviour in the manner described in chapter 4 
the observer records everything that happens—or at least as 
much of it as she can get down on paper—as it happens, and 
in a fairly substantial block of time, i.e. anything from five to 
fifteen or twenty minutes of continuous behaviour. She has, 
therefore, taken a specimen of a child’s behaviour in much the 
same way as a geologist might obtain a core by drilling straight 
through one part of the earth’s crust. The geologist with such 
a specimen can look at every layer in the sample, analyse the 
chemical constituents of each, notice how the banding lies, 
identify the fossils in each, and so on. Such an examination 
tells him a very great deal about the age, structure, sequence 
of events, composition and stresses of that particular part of 
the crust. What it cannot tell him is what the structure is like 
a mile away, ten miles away, or round the hill; it cannot tell 
him how and where the structure changes, or why. In order 
to discover these things he has to take small cores from drill- 
ings at predecided intervals across the landscape. 

The student of child behaviour and development can do 
something very similar, and the technique she uses is called 
time-sampling of behaviour. At predecided intervals, say of 
fifteen or twenty minutes, a child is closely observed (exactly 
as in taking a specimen description) for one or two minutes 


69 


only. Fifteen or twenty minutes later he is observed again, and 
again for only one minute or two minutes. Some investigators 
have used observation units of as little as ten seconds, but so 
short a period is not recommended for the novice. This samp- 
ling of behaviour goes on for perhaps every morning of a 
week, or for an afternoon period every other day, or for part 
of a day at weekly intervals, according to what time the 
student has available for child-study, and what it is hoped to 
detect. 

Essential to good time-sampling are careful decisions, before 
the start of the study, about: 

i the total length of time available—a week, several 
weeks, one day a week for a term, for example. 
ii the size of the time-unit for close observation, one 
minute or two minutes probably being the most use- 
ful for a start. g 
iii the interval between units—fifteen, twenty or thirty 
minute intervals being sensible, hour intervals being 
suitable if there are to be several children studied 
over several months of a college term. 

During the course of such sampling there might be tempta- 
tions to go on recording beyond the minute or two minutes 
decided upon, if the child seems to be doing something very 
interesting. This temptation simply must be resisted. The 
object of the time-sampling technique is to get a picture of the 
child’s typical rhythms of activity, rest, irritability and 
serenity, interests and social contact style, and this picture is 


Time-sampling is a very good and efficient method indeed 
to find out what children do throughout 
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across a fair length of time; and it reduces the risk of observ- 
ing a really non-typical piece of behaviour for that particular 
child by taking only one specimen of twenty minutes on one 
day. The technique also allows, over a period of several 
weeks or even months, for a picture of progress—an important 
part of study of children. As a practical aid to learning by the 
student it is useful in that, as well as yielding the sort of 
information just listed, it allows her to study several children 
in one school, within the relatively limited time of a practice 
period, especially if she decides to use one-minute units of 
observation at twenty minute intervals. 

The above description relates to time-sampling of total 
behaviour, i.e. the observer records everything the child does 
in the minute or two minutes during which he is being 
observed, There is a variation of time-sampling used by many 
investigators, however, which is useful to the student who has 
already had the essential experiences of specimen description 
and time-sampling of total behaviour. It is the use of the one 
or two minute unit of time in which to record only certain, 
predecided behaviours. The technique remains the same— 
the size of time-unit and interval, the exact recording method 
are as for time-sampling of total behaviour. The difference lies 
in the decision, carefully arrived at before observation takes 
place, of what to select and what to leave out of the record. 
Only that kind of behaviour which it is desired to study is 
recorded; anything else the child is doing in the minute or two 
minute period is not noted. The technique has been used to 
study social contacts, aggressive acts, solitary play, leader- 
ship, submissive behaviour, and a host of other such 
behaviours which reveal the ‘grain’ of personality. 

It will be obvious that if some everyday social behaviour 
is studied there is likely to be something to record every 
minute that is sampled; with behaviours suspected to be less 
common there may be units of time in which there is nothing 
to record. In the latter case, it must be remembered that this 
‘nil return’ is very important evidence—it shows how rarely 
something happens, which is essential to our understanding 
of children, and helps on occasions to explode myths about 
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children in general or about a particular child. The writer 
once sampled, for one minute at fifteen minute intervals, over 
a period of five mornings, the ‘bossy? behaviour of a lively 
and bombastic four year old, of whom the teacher said 
(exasperatedly), He’s ordering somebody about every five 
minutes—a proper little Hitler! In fact, he ‘bossed’ other 
children only four times in the course of forty sampled units, 
and much more typical of his behaviour was the busy, talk- 
ative, co-operative play with other boys on trucks and on the 
climbing frame. He also had a surprising number of ‘quiet 
periods when he sat and told himself stories from books in 
the book-corner, or swung on a gate watching the groundsman 
at work. His *bossiness? was illusory, to a great extent, and 
noted probably because when he did ‘boss’ other children he 
did it very loudly and with considerable effect! The same sort 
of exercise done with a little girl of 3: 6, said to be clinging 
and over-dependent on adults, demonstrated that her teacher 
and nursery nurse were quite right—she was recorded as cling- 
ing, crying, wheedling or pressing close to the adult for over 
half the recorded unit of time, and was patently a very 
unhappy and disturbed child. There is always the danger, 
however, that a grizzling' child of one day, or short period 
of a day, who does tend to be a nuisance, if only temporarily, 
will be remembered by a busy adult as an over-demanding 
child in general, and a controlled study can be helpful in 
putting the record straight and avoiding ‘labelling’. 

If several students are co-operating in making this kind of 
selective time-sample of behaviour it is crucial to define terms 
before they start. What is going to count as ‘clinging’ Or 
‘demanding’ or ‘aggressive’ behaviour, to be recorded in those 
one or two minute units? There must always be discussion of 
terms, as has been said earlier in this book—for selective 
time-sampling the job is of i 
study can be a waste of time i 
before the start. Every stud 
recording, something different u 
or that behaviour exactly fits wh: 
their ‘brief’. 
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Event-sampling is much more akin to bird-watching than are 
any of the other techniques so far described! It involves 
recording without having had prior warning of the event, and 
so having to be prepared with notebook at any time. It 
depends on what the child does at an unpredictable moment, 
not on the observer’s previous decision to record all his 
behaviour, or a selected facet of it, at predecided intervals. It 
also demands that the student has more than average alertness 
to what is going on among a group of children, and must be 
prepared at any moment to leave what she is doing and record 
the kind of behaviour in which she is interested. For these 
reasons it is less useful to the student doing practice sessions 
in nursery or other school than it is to a mother, who is at 
home with one child and no duties to others at the time. 

It is a valuable technique, however, for counting the 
number, intervals and duration of certain types of behaviour 
such as night-terrors or nightmares, tantrums, use of a certain 
piece of equipment or toy, solitary play (of children in school), 
quarrels or approaches to an adult. Every time the particular 
event occurs the observer notes time, place and circumstances, 
presence of other children etc., and then records the behaviour 
just as in taking a specimen description or a time-sample. The 
event may take one minute of time, or three, or ten—but it 
must be recorded in entirety and as full detail as possible. It 
may be found, by event sampling technique, that tantrums in 
a two year old almost always occur in the late afternoon; or 
that a four year old's solitary play takes place, almost always. 
after the midday meal; or that a six year old plays with his 
‘dinky’ cars much less often than had been supposed; or that 
nightmares occur most frequently when father is away from 
home. (These are hypothetical cases, given only as examples 
of the kind of information that can be gained from the tech- 
nique; they are certainly not ‘norms’ of behaviour, and must 


not be quoted as such.) 
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It is most important that the basic technique of specimen 
description be practised before others are tried—and that it 
should be used at intervals with children being studied by 
means of the other observational techniques to give a ‘depth 
Picture of a child. The obvious drawback to time-sampling 
and event-sampling is that much behaviour is not recorded. 
For the person who has had several, or many, years of exper- 
ience with children this may not matter very much. For the 
novice, however, it is essential to her understanding that she 
g0 back, over and over again, to the specimen description, if 
only to take one or two fifteen minute samples every term. If 
she uses only the time-sampling technique, and particularly 
the selective version of it, she may well end up with a frag- 
mentary and somewhat ‘lop-sided’ view of how children at 
different ages behave. Ideally, the student should be helped to 
expertise in all these observational techniques, and to use of 
those which are most appropriate to each task. Event-sampling 
has particular snags for the novice, who may well decide that 
she is interested in one aspect of children’s behaviour and 
record only that, failing to relate this one aspect to any of the 
Test of the behaviour, and thus Temaining unable to see its 
significance in the whole life of the child. 

It is strongly recommended that event-sampling be left until 
some considerable experience of children, and of child-study 
has been gained. 

There is a kind of study, using observational techniques of 
either specimen description or time-sampling (preferably 
employing both, in turn), which involves Students, singly or in 
small groups, observing not a specific child or children but a 
specific piece of apparatus or equipment—the water-tank, the 
sandpit, the painting area or the climbing frame, for example. 
in a nursery or Infants school; the mathematics area, or the 
library corner, might be suitable provision to observe when 
dealing with older children. It is often Claimed that children 
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‘enjoy’ certain activities more than they do others, or that 
‘they hardly ever use the book-corner’, or that this or that 
provision is over- or under-used. It is a most interesting exer- 
cise to test such claims, beliefs and preferences—and, in 
addition, to note which children use the materials or equip- 
ment being observed, how often, for how long, and in what 
manner. Have the girls a virtual monopoly of the house- 
corner, or do boys come there as often? Does each child who 
comes stay as long? Use the same equipment in the ‘house’? 
Play out similar roles? Or are there differences by sex, age, 
home backgrounds or even time of day? Is water used for 
the same purposes by three year olds, six year olds or children 
in a junior school? Does play in the sandpit tend to be soli- 
tary, co-operative or comfortably ‘communal’? Is it always 
concerned with construction? Or do imaginative games take 
place there? A great deal has yet to be learned about the use 
children make of what we adults take to be good provision. 
No student who has made several such studies in her training 
years is likely to fall into the error of supposing that because 
we have traditionally supposed certain materials and certain 
equipment to be ‘good’ for children they will use it, enjoy it 
equally, or make the sort of use of it that we have expected. 
The controlled study of children’s use of provision is a 
relatively simple but enormously interesting and revealing 


exercise. 


Summary 

ves observing a child closely for one or 
fteen, twenty, or thirty minutes, over a 
f time—as, every morning for a week, 
for one session a week over a term— 


Time-sampling invol 
two minutes every fi 
reasonably long period o 
or on each afternoon, or 
and recording his total behaviour. 


of his characteristic rhythms of activity and 
ts. To get an accurate picture the recording 
decided time-unit, and not allowed 


It gives a picture 
his general interes 
must be confined to the pre 
to ‘run on’. 
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Selective time-sampling involves using the same time-units 
and intervals, and the same accurate recording, but only of a 
predecided type of behaviour. If none of this is taking place 
in the period of observation the ‘nil return’ is as important 
as a positive recording. 


Event-sampling is the Tecording, whenever and wherever it 
takes place, of certain behaviours that are of particular interest 
to the observer, eg. nightmares, tantrums, solitary play, 
approaches to adults. It is a very useful technique for a 
mother; not so useful to the student who has to look after a 
group of children and may not be able to leave them at a 
second’s notice to record the ‘event’. 


It is a useful technique by which to test number, duration and 
circumstances surrounding certain behaviours that puzzle or 
worry teachers or parents. 


Return to the specimen description should be made at inter- 
vals, when children are being studied by time-sampling e 
event-sampling techniques, in order that a ‘depth’ picture o 
an individual child be built up. 

Observation not of a single child or selected group of children 
but of a piece of equipment (e.g. water-tank, house-corner, 


how often, and for what Purposes is a most valuable exercise, 
and strongly recommended. 
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7. Sorting Out the Data 


Throughout the course students will have been finding their 
way about the literature of child development and (unless 
they are very advanced and experienced people indeed) most 
of the literature they will use is of the textbook variety. There 
are, however, excellent journals of the learned kind that are 
by no means beyond the understanding of the novice, provid- 
ing she is offered some guidance in tracing them, and in 
interpreting their reports. This is often, in fact, a most reward- 
ing group exercise, under the guidance of a tutor. For the 
purposes of this book, however, it is probably sensible to refer 
only to textbooks which are reasonably easy for students to 
obtain either by purchase or from college libraries. 

Most students will realize that the child development books 
fall into broad categories, although with inevitable overlap, 
of the following kinds: 

i Descriptive texts, dealing with development generally 
(e.g. Gabriel, 1968) 

ii Books almost entirely concerned with graded scales 
of performance (e.g. Griffiths, 1954; Gesell, 1954) 

iii Works on one aspect of development only (e.g. 
Wilkinson, 1972, on language) 

iv Large reference works, containing papers, or chap- 
ters, by many experts and covering all aspects of 
development (e.g. Carmichael, 1963, 2nd ed.) 

v Large reference works, also by many contributors, 
containing chapters on different aspects of one part 
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of development (e.g. Mussen, Conger and Kagan, 
1969, on personality) 

vi Books containing incidental reference to develop- 
mental matters, but mainly concerned with social 
conditions and influences (e.g. Butler, Davie and 
Goldstein, 1972) 

Obviously, books such as Van der Eyken’s The Preschool 
Years and Winnicott’s The Child, the Family and the Outside 
World can be read straight through even by the beginner, and 
contain valuable insights. They set the scene, and help students 
to develop concepts of childhood. Others cannot be read in 
this way, and were not intended for such use. They are for 
reference, and students should learn early to use contents 
pages and index to find specific chapters or passages for their 
Own purposes. It is pointless, for example, to begin at page 
one of Gesell's The First Five Years of Life and read through 
to the end. No one could possibly remember that much 
material, and very dull the task would be even if one could. 
The same is true of Gabriel's, admittedly more readable. 
Children Growing Up. 1f the child being studied is a two year 
old, Gesell's and Gabriel's sections on that age-group will be 
all that is needed from those two texts. Thereafter, it is 
advisable to look up what Griffiths has to say about the age- 
group in The Abilities of Babies, and add to the already 
Browing store of information what Sheridan's norms can offer. 
If it is possible to see the Robertson's film A Two Year Old 
Goes to Hospital the extent of the student's knowledge will be 
even greater, and her understanding greatly extended. She can 
add to her store, perhaps, 
Passages on language in 
à student, in fact, to gather 
as much information as she can, from as many sources as she 
can lay her hands on, about the age-group to which ‘her’ 
du belongs; At MP Should she feel that to read one 

ook on two year olds is enough—even ; 
limited and limiting a volume. TH anal she could find 5o 
What the wise student is doin 


E is buildi i f 
what is involved in being two 8 


years old; and while she is 
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doing this from good ‘second hand’ sources (i.e. the textbooks) 
she is actively involved with a real two year old, whom she is 
closely observing. The over-particular view one gets of child- 
hood from knowing one child well is extended by the reading; 
the theoretical and sometimes stylized view of childhood one 
can get from reading alone is corrected by the antics and 
affection of the live child. In any case, the study of real child- 
ren should always precede reading about them, if only by a 
matter of days or a week or two. It is fatally easy to read 
something for the first time about (say) a two year old, and 
be so interested in it, even excited by the knowledge, that one 
tends to ‘see’ it in some behaviour of the first two year old 
studied—even though what he is doing is not really what the 
book described at all. Look first; read soon afterwards; go 
back to the child; and read some more. This is the best way 
to avoid the pitfalls of over-partisanship, over-theorizing, and 
seeing what is not really there. 
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In pursuing this combination of looking, recording and read- 
ing, it will become apparent that what is called the ‘raw data’, 
i.e. the student's own observations of on-going behaviour, has 
to be analysed in some way. Otherwise it remains a sort of 
interesting heap of treasure but has little use in discussion, 
consideration of developmental characteristics of specific 
kinds, essay writing or relation to children studied later. The 
first task, when faced with the notebook full of specimen 
descriptions or time-samples, is to sort it out into broad cate- 
gories of child behaviour. In real life, and as he goes about 
his everyday pursuits, a child does not involve himself in 
‘language development’ for one period, move on to *social 
development’ and then concentrate on his ‘locomotor develop- 
ment". In all his activities he is developing all his abilities at 
once—words accompanying movement, both often involving 
social interaction, the whole activity feeding curiosity and 
therefore ‘intellectual’ development. Everything being said, 
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done and thought brings the child into greater exploration of 
materials, tools and his own confidence in using them. Never- 
theless, if some sorting out of individual aspects of develop- 
ment is not done the student is left uncertain of just how many 
things are happening at once, and what is the importance of 
each. So long as we do not forget that such sorting out into 
Separate categories of behaviour is just a device for our own 
better learning, and remember always that each child grows 
as a totally integrated whole person, the analysing of what he 
does into separate categories is useful. 

Most often, it is recommended that students accept the 
categories used by the distinguished investigators of child 
behaviour. Although these are called by slightly different 
names by different writers, they cover, in each set of norms or 
scales, the same set of behaviours: 

Locomotor and hand-and-eye 

Social-emotional 

Language 

Intellectual 
The kinds of behaviour that can be listed under each of these 
has already been suggested at the beginning of Chapter 5. 
Students will soon realize that what Gesell refers to as gross 
and fine locomotor skills Griffiths sorts into two separate 
categories as locomotor and eye-hand; that what Gesell calls 
adaptive behaviour Griffiths lists under ‘performance’; that 
the ‘language’ Category of Gesell is the ‘hearing and speech’ 
category of Griffiths. It does not matter which writer’s list of 


l the notebook, and 
ing from the other activities. 


D o u the main column of the record 
to find out if there is evidence that a child understood some- 


thing said to him, even if he did not utter sound or word in 
response. The understanding a child has of what others say 
is just as important a part of his language development as his 
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own spoken word (or babbled sound). This, by the way, is 
where the items and category of Griffiths are more helpful 
than the general label ‘language’ used by Gesell. Griffiths, by 
including the word ‘hearing’ in her category-label, underlines 
the importance of noticing what a child has heard and acted 
upon, even without making vocal response to it. All babies, 
and indeed all people, have a far greater understanding 
vocabulary than they have a spoken one. A word of warning 
may be in place here, however—the obliging way in which 
children will listen to adults explaining, or reproving, or tell- 
ing them a story sometimes leads adults to think that a child 
has understood every word and really ‘got the drift’ of the 
explanation, reproof or story when he may have done nothing 
of the kind, While acknowledging that every child understands 
much more than he actually expresses in words, it is also true 
that there is much in adult language, and even the language 
of an older but still young child that he misunderstands or 
that simply ‘goes over his head’. 

Locomotor behaviour, whether concerned with large or fine 
movements (the eye-hand category of Griffiths), is also reason- 
ably easy to identify. There is, after all, no doubt that a 
description of a child climbing the stairs, or riding his tricycle, 
or throwing a ball is to be listed as ‘locomotor’. Similarly, 
holding a pencil, picking beads out of a box, cutting with 
scissors, placing one block on another, and such activities 
obviously involve fine locomotor, or eye-and-hand abilities. 

Social behaviour is easily identified, since it involves the 
child’s interaction with another person or persons, and will 
be clearly identified in the record by the presence of square 
brackets round the behaviour and/or language of the other 
person. However, there is sometimes a little puzzlement as to 
whether seemingly sociable play is actually social at all—as 
when a group of two year olds play alongside each other ina 
sandpit, tolerating each other, and perhaps even seeming to 
enjoy the presence of others, but peyer ipu] £ 1 or 
sharing a tool or looking at each other's efforts. This is a 
matter for careful scrutiny of the record, for discussion with 
tutor or fellow-students, and for a look in one or two text- 
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books, before deciding whether such behaviour is to e 
categorized as ‘social’ or as (perhaps) only eye-and-hand, o 
eye-and-hand and performance. 

P engem (Griffiths) or Adaptive Behaviour ped - 
more difficult categories to sort out. What is meant by -— 
labels is the use children make of materials; what they actu: rà 
do with the equipment they use; how, in fact, they adapt of 
toys, tools, materials and equipment of their world to uses A 
their own. A baby putting a spoon in and out of a ge yes 
rattling it, repeating the performance with head cocke s 
one side as though listening, and repeating the action = 
and over again, has obviously adapted the ‘tools’ to pleas 5 
able and experimental uses of his Own. He is fue ks 
act initiated by himself. A four year old building with blo e 
Or waste materials, a seven year old designing a moraa 
system with blocks, card, sand and oddments all over the 55 
is also to be categorized as indulging in highly adap n 
behaviour, or (if using Griffiths’ term) displaying a high lev 
of performance with materials. t 

It is obvious that adaptive behaviour, or performance, pm 
include other abilities—gross locomotor, fine locomotor an 
often language as well. Such activities, therefore, are usually 

listed under several categories. 4 

When the record has been studied in a general way, ant 
the sorts of behaviours to be categorized understood, it 1S 
necessary to find some manner in which to identify them at 

à glance on the record sheets. The writer's advice to students 
has always been to use coloured pencils, ball-point pens or felt 


each of the categories (apart 


over some twenty or thirty rec it i 
group of students to agree, w 
—so that in every student's record eve; 
is of a locomotor item, every blue line 
behaviour etc.) Once this is d 


ry underlining in red 
ne is indicating adaptive 
One it is often surprising tO 
82 


realize how much a child's behaviour over the total time in 
which his behaviour was sampled ‘clusters’ under one par- 
ticular category. It is also interesting and important to note 
that a child’s behaviour has a different emphasis in different 
periods over (say) a three-month period of time. One observa- 
tion of a nineteen-month-old child, for example, may show 
almost nothing in the language column during one series of 
observations; a fortnight later the records of that same child 
may show so much babble, jargon and real words that the 
column is hardly large enough to contain it. Such emphases 
and ‘spurts’ show up almost at a glance as the coloured 
underlinings are completed. 

Another useful device is to draw a line in black round each 
unit of behaviour. For example, if the first five minutes of a 
record, containing items of locomotor, social, language and 
eye-and-hand aspects, takes place with one set of materials 
in one part of the room with mother being part of the child’s 
‘scene’, this constitutes a recognizable unit or module of 
activity; the next five or six minutes might involve another 
sort of play in the hallway, with another sort of toy or 
material, and another person being involved—or no other 
person at all—and this is obviously another unit or module. 
To note such modules of behaviour, recorded carefully in 
time, is to get a good idea of the child’s concentration period, 
degree of persistence, main interests and mobility. 


111 


ifferent activities in colour throughout 
‘blocks’ round modules of behaviour, 
n to put some of the data into a 
rm than that on her rapidly 


Having underlined d 
the record and drawn ‘bl 
the student is in a positio 3 
eadable fo 
„ garishly coloured and scored sheets. She 
can, for instance, plot the proportions of time spent in various 
kinds of activity by the child. This can be done only approxi- 
tely, by counting the number of underlined items, but it 
e E^ a useful and ‘telling’ profile of the child's activity 
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during periods of observation. The following is the kind 5 
simplified record that can be extracted from the rough, 
original notebook: 


Performance 
16 
1814 Susie aged 1:3 

$5 in activities in total 
8 1112 Main activities in to! 
3 Tio of 20 minutes — free 
£9 8 play at kitchen sink. 
5 7 Loco 

6 
254 

2 


t 
This is how one child of fifteen months spent twenty 
minutes of her time, 


bottles, spoons, cups, 
sink filled with clean 
above that she was d 
absorbed with her s 
a child to concentra! 
(waves and smiles 

particular period fo 


and her ease in turning round Suggested good locomotor 
ability; it was in observati 


a high number of loco 


to child, situation and presence of Others: 
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John aged 1:3 


Main activites in total 
Performance of 20 minutes — free 
play, mealtime and 

bathtime situations. 


No. of incident: 
M 


Another means of recording relative emphasis on different 
aspects of development is by means of the pie-graph, as 
under: 


Christopher aged 2:1 
Activities in 20 minutes — 
free play with ball in 
garden. 


nd approximate pictures of how 
and develops his abilities and 
"He it is important for the student to have some idea of 
ene oco shit she has now studied closely compares with 
others of his age. It is here that the normative scales are useful 
(i.e. after, rather than before, making first-hand observations). 
There are simple ways of recording such comparisons, and 


In addition to these first a 
‘her’ child spends his time. 
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many tutors will have excellent suggestions of their own. One 
way, however, is to make a table such as that below, using at 
least two, and preferably three, normative scales. Scales 
developed by investigators other than those already mentioned 
will be recommended by some tutors (e.g. those of M. M. 
Shirley, 1933; Bayley, 1933; and C. Bühler, 1935, are still 
valid and useful scales) and it hardly matters which are 
employed, for a start. 


Giles Aged 1:11 Development Compared with Three 
Normative Scales 


Griffis | Sheridan Gesek Commens on Giles 
zi liem em ro. -- | Few no. -- Typical behaviour 
ossibhj a hitite advanced 
very slightly below nam 


Where there are discrepancies between scales (and there are 
bound to be a few slight ones, when one considers the different 
countries of origin and periods at which the scales were 
standardized), there must be thoughtful group discussion of 
Why these might exist in relation to a particular item. Where 
there are discrepancies between the behaviour of the child 
studied and the norm of one or more scales, these, too, should 
be calmly accepted and discussed with informed interest. It 
must always be remembered that no child will conform 
exactly to every norm in every aspect, for individuality is 
unmeasurable. In rt showing that a particular child 
piece of work! Reta (bsa, most highly sut 


iv 


Comparing her own findings with th 
her group, each of whom has 
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Ose of other members of 
Probably studied a child of a 


different age, is the next and essential part of the analytic job. 
After the individual histograms or pie-graphs, tabulations and 
comparisons with normative scales have been made, group 
members should have organized discussion with each other, 
and build up some kind of summary of development, at least 
to cover one or two aspects of development, if not all. 
One way of doing this is to sketch a table on a large black- 
board, with appropriate headings, and get each student to call 
out what ‘her’ child did in that aspect—encouraging each 
contributor to be brief and clear (e.g. saying ‘Climbs stairs 
on hands and knees’, and not giving a whole sketch of the 
child’s behaviour!) The recorder by the board has to be able 
to write quickly and neatly—tutors are usually the most exper- 
ienced people to do this—and build up a picture of develop- 
ment before the eyes of the group, which, of course, is fully 
participant. The resultant chart, for locomotor development, 
in this case, would look something like this at the end of the 


session: 


Locomotor Development from 3m. to 2y. 3m. using: Students’ 
Studies of Twenty Children 


[Name Tage 
Simm Im 
Amanda |7m 

Care om 

[Jeremy izm 
Peter n 


the more tedious such an 
The larger the student group 
exercise en become, and it is ROBES s Hes ed 
initial demonstration large groups be bro a goya os 
smaller ones to continue their tabulations 
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Further, it is probably not necessary to make a chart to cover 
each aspect of development, but to let smaller groups er 
charts for language, or social behaviour, or one aspect 115 
interests them, and to display them for others to see in the 
tutorial or lecture room. t 

b. A large grid can be drawn on paper, and each studen 
asked to fill in items from her own study under the appropriate 
headings. The chart can then be used as a basis for discussion 
of several selected aspects. 1818 

C. Items from one or more normative scales can be liste 
down one side of a large sheet, and students asked to insert 
examples of ‘their’ children’s performance in this particular 
alongside. " 

d. A group of students can be divided into small working- 
parties and each asked to produce a display of charts (using 
one or several of the above forms), graphs, histograms etc., F 
paper on some aspect of interest to be read to the group, an 
à list of references relevant to the material presented. 

In any of the above exercises what is being used throughout 
as a basis are original observations made by students them- 
selves. All the quite dramatic demonstrations of development 
in the first five or six years of life that will be produced in 
tabulations, graphs and written material will have been 
derived not from textbooks, in the first instance, but from 
observations of real children, each one of whom is known to 
at least one student in the group. The references to work read 
are passed on to fellow students, to form a useful biblio- 
graphy, and are absolutely relevant because fellow-students 
found them so. Short Papers read to the group will have 


immediacy and interest, because findings will have been 
original and the work of 


The ‘block’ lecture; 
pose; lack of outlet an real use for 
i lon of essay-writing on 
0 : eme—all are avoided by some 
version of the analytic approach to child-study sketched above. 
S start not only to use 
Xts for themselves, but 
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to work together as research teams, in however modest a 
manner, and produce their own learning material from the 
children they have studied with such care. There will be a 
tendency to use textbooks to extend personal experience, 
rather than to replace it, a live interest in sharing experience 
rather than grim determination to amass somebody else’s 
facts about children unknown. 

Relevance and commitment can be restored to learning 
through the medium of good child-study, in a manner that 
may not have been felt by many students since they them- 
selves left the Infants’ school. There is, in fact, no other area 
of study so important to the whole human race as the study 
of its children. There is no other area of which any one of us 
can say I once knew this in my own life and in my own body 
and mind. Because we were all children, all of us can become 
good students of child behaviour; the theme is never irrelevant 
or artificial unless teachers make it so. g 

As experience is gained, and the novice becomes a skilled 
observer, She will develop other means of observation, learn 
to use the tests and measures of psychology, perhaps. and 
devise more exact and sophisticated methods of analysing her 
data. But she should return, over and over again. to the close 
watching of children themselves, and the analysis of on-going 
behaviour which was recorded as it happened. Over the years 


of her course she should build up a re file of s 
i ful analyses, summaries of group pr b 
3 4 ering children from birth to, 


and relevant references—all coverii from b 
say, the sixth or seventh years of life. Each unit within a file 
might thus consist of: 
a. a sample of first 
b. histograms and ot 
c. comparison of child b 


normative scales 
d. notes on team-work undertaken 
e. 


-hand observations 


other graphic presentation 
Ehaviour observed with that on 


a brief summary, perhaps in short essay form, of the 
studied : 
including specific chapter or even 


relevant to the child studied. 


individual child 
a bibliography. 
page references, 


ph 
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A set of these units of work constitutes the foundations on 
which not only future, and more sophisticated child-study will 
be built, but the source book for understanding of the children 
each novice will one day, as the experienced teacher or nursery 
nurse or child-care worker, have in her charge. 


Summary . , 
It is important to discriminate between different kinds m 
child-development literature, and to make proper use of eac 
kind. 


As many texts as possible should be consulted after study s 
one child of a particular age, in order to build up a detaile 
picture of how others have viewed children of this age. i 
Simple underlining, using a colour code, should be used " 
pick out activities of certain (predecided) kinds in the roug 
Observation notebook. ) 
Lines should be drawn round recognizable units (or modules 
of activity. 

Some simple graphic form should be used to illustrate rela- 
tive concentration on certain aspects of development. 
Comparison of the behaviour of the child studied with that of 
items in normative scales should be made in some simple 
tabulated form; more than one set of norms should be used. 
Discrepancies, between the behaviour of the child studied and 
the norms, and between norms of different scales, should be 
discussed. 

Comparison of one Student's study with those of the rest of 
the group should be made next, as whole-group or small- 
Broup exercises. Four Ways in which this might be done are 
suggested—but others may Suggest themselves, and more than 
one sort of comparative exercise should be undertaken. 

All the work based on first-hand child studies has the merit 


of immediacy and relevance, giving Meaning to texts and 
practice in working as a team. 


The result of a good course in chi 
and in detail, of several childre 
recorded data on many more 
students. 


ld study is a record, at depth 
n Observed closely, and well 
Children studied by fellow 
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8 2 
Kinds of Sample derived from Different’ Observational 
Techniques 
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